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ABSTRACT
TEACHER CERTIFICATION AND STUDENT ACHIEVEMENT
by Patricia Lewis Moss
May 2012
The purpose of this mixed-method study was to determine if there is a significant
difference between the achievement of students who are taught by traditionally prepared
teachers and that of students who are taught by alternatively prepared teachers. The
study further addressed the perspectives of both groups of teachers regarding selected
dimensions of teaching.
The findings indicated that, overall, no significant difference existed in student
achievement on MCT2 math scores for teachers who were alternatively prepared or
traditionally prepared. However, there were significant differences in student
achievement in grades 6 and 7 when examined by teacher preparation type. There was a
significant difference in student scores based on teachers’ years of experience when
teacher preparation was not a factor. Students who received free/reduced lunches did not
show a significant difference on the MCT2 mathematics assessments when compared to
students who did not receive free/reduced lunches when they were taught by traditionally
prepared math teachers.
For the qualitative phase, six traditionally prepared and alternatively prepared
math teachers who taught grades 6-8, were interviewed. The teacher responses were
organized and corresponding themes were analyzed using a thematic code development
method.
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The qualitative results support the notion, in part, that traditionally prepared and
alternatively prepared math teachers perceived selected dimensions of teaching similarly.
However, traditionally prepared teachers did not consider differentiating instruction as
important as did alternatively prepared teachers. The study also addressed
recommendations for policy and future research.

iii

COPYRIGHT BY
PATRICIA LEWIS MOSS
2012

The University of Southern Mississippi
TEACHER CERTIFICATION AND STUDENT ACHIEVEMENT

by
Patricia Lewis Moss
A Dissertation
Submitted to the Graduate School
of The University of Southern Mississippi
in Partial Fulfillment of the Requirements
for the Degree of Doctor of Philosophy
Approved:
Dr. Michael Ward_________________
Director
Dr. James T. Johnson______________

Dr. Gaylynn Parker________________

Dr. Ronald Styron_________________

Susan A. Siltanen__________________
Dean of the Graduate School

May 2012

DEDICATION
This dissertation is dedicated to my late mother, Mrs. Melia Lou Lewis, who
always taught me that with God all things are possible. It is also dedicated to my
wonderful husband, Daryl, my one and only son, Cameron and my nephew, Chris. I
thank God for your patience and words of encouragement during this process.

iv

ACKNOWLEDGMENTS
I would like to thank the Dissertation Committee members, Dr. Michael Ward,
Dr. James T. Johnson, Dr. Gaylynn Parker, and Dr. Ronald Styron for the many hours
they committed to me through this process. I was truly blessed to have Dr. Ward as my
dissertation committee chair. Without his constant support, demand for excellence, and
incredible feedback, this task would not have been accomplished. I have learned so much
from Dr. Ward, and I will forever be grateful for his patience, understanding, and
expertise.
I would also like to thank Dr. James T. Johnson for his support and commitment.
Thank you for assisting me with my Chapter III and Chapter IV to ensure that the results
were reported correctly. To God Be the Glory!!

v

TABLE OF CONTENTS
ABSTRACT………………….……………………………………………….………….ii
DEDICATION…………………...…………………………. ……………….................iv
ACKNOWLEDGMENTS……………………………………………………….……….v
LIST OF TABLES…………………………………………...........................................viii
CHAPTER
I.

INTRODUCTION……………………………………………………….….….…1
Statement of the Problem
Background of the Study
Research Questions
Delimitations
Assumptions
Definition of Terms
Justification
Summary

II.

REVIEW OF LITERATURE………………………………………..…….…….11
Introduction
Theoretical Framework
Pertinent Research and Professional Perspectives
Summary

III. METHODOLOGY……………………………………………………..………..54
Introduction
Research Questions and Hypotheses
Participants in the Study
Research Design and Procedures
Data Sources and Instrumentation
Variables in the Study
Data Collection Process
Analysis of Data
Summary

vi

IV.

RESULTS OF THE STUDY……………………………………..………..........62
Description of Respondents
Descriptive Data
Analysis of Data
Summary

V.

DISCUSSION, CONCLUSIONS, AND
RECOMMENDATIONS………………………………………………...........87
Introduction
Summary of Procedures
Major Findings
Discussion
Limitations of the Study
Implications for Policy and Practice
Recommendations for Future Research
Summary

APPENDIXES…………………………………………………………......................106
REFERENCES……………………………………………………………….............122

vii

LIST OF TABLES
Table
1.

Alternatively Prepared Teachers’ Demographic Frequencies and
Percentages (N=51)……………………………………………………………...64

2.

Traditionally Prepared Teachers’ Demographic Frequencies and
Percentages (N=41)……………………………………………………………...64

3.

Proportions of Students Taught by Status of Teacher Preparation……………...65

4.

Status of Teacher Years of Experience for Students in Study………………….66

5.

Grade Level of Students……………………………………………………….. 66

6.

Gender of Students………………………………………………………….…. 67

7.

Ethnicity of Students…………………………………………………………... 67

8.

Socio-Economic Status of Students………………………………….…..……. 67

9.

Test Scores…………………………………………………………………..… 68

10.

Interview Participants (N=6)…………………………………………………...69

11.

Middle School Math Teachers and Student Achievement……………………..71

12.

Sixth Grade Teacher Preparation……………………………………………….71

13.

Seventh Grade Teacher Preparation………………………………………..…...72

14.

Eighth Grade Teacher Preparation……………………………………….….….73

15.

Teacher Years of Experience According to Students…………………………..74

16.

Ethnicity of Students Taught by Alternatively Prepared Teachers……………..75

17.

Ethnicity of Students Taught by Traditionally Prepared Teachers………..…....76

18.

Gender of Students taught by Alternatively Prepared Teachers……………......77

19.

Gender of Students Taught by Traditionally Prepared Teachers…………...…..78
viii

20.

Socio-Economic Status of Students Taught by Alternatively Prepared
Teachers……………………………………………………………………..…...79

21.

Socio-Economic Status of Students Taught by Traditionally Prepared
Teachers…………………………………………………………….....................79

22.

Frequency and Themes of Qualitative Phase of the Study (N=6)………….…....84

ix

1

CHAPTER I
INTRODUCTION
The purpose of this mixed-method study was to examine if there is a significant
difference between the achievement of students who were taught by traditionally
prepared teachers and that of students who were taught by alternatively prepared
teachers. The study further addressed whether the perspectives of traditionally prepared
teachers regarding dimensions of teaching differ from those of alternatively prepared
teachers. Limited numbers of research studies on teacher preparation and student
achievement have been conducted. Much money and time is invested in alternative
preparation programs. Using the Mississippi Curriculum Test (MCT2) mathematics
assessment scores, the researcher further investigated whether these differences in student
achievements were related to teaching experience, student ethnicity, student gender, or
student socio-economic status.
Hiring teachers based on their qualifications for specific positions, personality,
flexibility, and knowledge of the community is a new change for school leadership.
According to Hornick-Lockard (2006), hiring practices have evolved for the traditional
method of hiring practices of looking only at interviews, degrees earned, method of
licensing, and number of years of experience. The study examined whether there are
differences between teacher preparation and student achievement. The data provide
information for evaluating alternative preparation programs and whether their teachers
are as effective as traditionally prepared teachers with regards to student achievement.
This chapter addresses the current dilemmas facing school administrators and
possible solutions that have been proposed over the past few decades. With
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accountability on the minds of principals and superintendents, it is imperative to hire
highly effective educators for the classroom. The chapter also addresses the statement of
the problem and the background of the study. The research questions and the terms that
are used throughout this dissertation are defined, followed by the literature review in
Chapter II. Chapter II presents an in-depth review of the literature, along with theoretical
framework related to alternative teacher preparation. This review examined issues and
studies related to measuring and reporting the effectiveness of alternative teacher
preparation programs and their effect on student achievement. Chapter III addresses the
research methodology for this study. Chapter IV presents the results of the actual
implementation of the study and Chapter V concludes the dissertation with an
examination of these findings.
Statement of the Problem
In contemporary education, there is a great demand for more educators who are
highly qualified. A highly qualified teacher, according to Spelling (2005) is a person
who has a Bachelor’s degree, has received full state certification, and has adequate
content knowledge for the subject area he/she teaches. Because of teacher shortages and
the need for highly qualified teachers, alternative certification options have become
available for those who would like to teach but do not want to go through the traditional
methods of obtaining certification. In fact, about one-third of the nation’s new teachers
are being certified through alternative routes (Feistritzer, 2007). Alternatively prepared
teachers are filling the vacancies of teacher shortages, especially in those areas where it is
difficult to find teachers (Beach & Littleton, 1991; Feistrizer, 2007; Humphrey, Wechsler
& Hough, 2008). However, the question that arises is whether alternatively prepared
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teachers are as effective in the classroom as traditionally prepared teachers with regards
to student achievement.
The differences between teacher preparation and teacher effectiveness have been
debated in recent years in both research and policy circles (Ballou & Pordgursky, 2000;
Darling-Hammond, 2000; Darling-Hammond & Youngs, 2002; U. S. Department of
Education, 2002). Most educational researchers and education accrediting agencies like
NCATE and AACTE believe that the terms teacher effectiveness and teacher quality are
interchangeable. However, Owings, Kaplan, Nunnery, Marzano, Myran, and Blackburn
(2006) state that the only way teacher effectiveness can be determined is by the success
of students. The No Child Left Behind Act (NCLB) mandates that all students achieve
the level of proficiency, and further requires that students have highly qualified teachers.
This mandate has helped to produce the increase in alternative preparation programs.
Since the inception of alternative preparation programs, there has been a persistent debate
between proponents of traditional teacher preparation programs and those of alternative
teacher preparation. With the enactment of NCLB, an increase in student achievement
targets and teacher accountability has been a driving force for educators and
policymakers. Administrators are motivated to employ teachers who are qualified to
teach students and increase test scores. However, the limited number of college students
graduating with degrees in education makes filling hard-to-staff teaching areas and grade
levels difficult. To fill these positions administrators frequently hire teachers who have
chosen an alternative path.
Administrators would like for teachers to be effective in the classroom with
respect to student achievement. Nevertheless, little research has been done to compare
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the effectiveness of alternatively and traditionally prepared teachers in relation to student
achievement. Although alternatively prepared teachers teach the children with the
greatest need (Kane, Rockoff & Staiger, 2007; U.S. Department of Education, 2004), an
important question is whether or not alternatively prepared teachers are as effective as
traditionally prepared teachers.
Background of the Study
In the 1980’s, alternative teacher preparation programs were developed to
improve the quality and quantity of teachers (Brewer, 2003; Suell & Piotrowski, 2006).
Ducharme and Ducharme (1998) stated that alternative preparation programs assisted
with teacher shortages and produced qualified teachers who were effective in teaching
students to be successful. To increase the quantity of teachers, alternatively preparation
programs often aimed to recruit males and minorities who were often underrepresented in
the teaching workforce (Suell & Piotrowski, 2006). Individuals who had degrees
(Evertson, Hawley, & Zlotnik, 1985) and non-traditional backgrounds who expressed a
desire to teach children were the type of individuals the alternative programs wanted to
recruit (Walsh & Jacobs, 2007).
According to Feistritzer (2007), currently there are approximately 485 alternative
preparation programs throughout the fifty states and the District of Columbia. These
programs prepare about one-third of all new teachers (Feistritzer, 2007) while offering
routes to certification that do not involve the individual leaving the workforce to earn a
four-year undergraduate degree in an education program (Boe, Shin, & Cook, 2007;
Feistritzer, 2007; Walsh & Jacobs, 2007).
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Alternative preparation programs are very diverse in their requirements,
structures, goals, and formats; programs differ in the amount of coursework, the timeline
of coursework and field experiences, the school districts they serve, and the institutions
that offer the programs (Conkin & Zeichner, 2005). The U.S. Department of Education
(2004) list six characteristics that are common among alternative teacher preparation
programs: (a) the programs are field-based and take place in elementary, middle and
secondary schools; (b) program participants must pass an admissions process; (c)
program participants must have a Bachelors degree prior to starting the program; (d)
program participants complete coursework while teaching; (e) upon completion,
participants must demonstrate high performance on specified standards; (f) program
participants and mentor teachers work closely together (U.S. Department of Education,
2004). These elements are similar to those prescribed by AACTE in 1985 during the
creation of the first alternative certification programs; rigorous admissions standards,
coursework that develops pedagogy, supervised field experience, and a test of content
knowledge (AACTE, 1985).
Neild, Fairley, and Byrnes (2009) examined the impact of different types of
teacher preparation on student achievement gains in math and science. Using crosssectional data from a large urban school in 2002-2003 school years, the researchers
matched individual teachers with their students in grades five through eight. They then
employed a three-level mixed model to determine the relationship between preparation
and test scores. In science, students who were taught by teachers who were alternatively
prepared attained much higher levels of achievement compared to students who were
taught by traditionally prepared teachers (Neild et al.). According to Walsh, studies that

6

have been conducted on teacher certification have had findings that are mixed regarding
the relationship between teacher’s preparation type and teacher’s effectiveness in regards
to student achievement (Walsh, 2001).
Research Questions
To achieve the purpose of this study, the researcher studied results from the
following questions:
1. Is there a difference in student achievement in grades 6-8 on the
Mississippi Curriculum Test 2nd Edition (MCT2) Mathematics
Assessments when students are taught by traditionally prepared math
teachers and alternatively prepared math teachers?
2. Is there a difference between traditionally prepared teachers and
alternatively prepared teachers with regards to years of experience and
student achievement on the MCT2 Mathematics Assessments?
3. Are there differences among student ethnicity, gender, and socioeconomic status on MCT2 mathematics assessments scores of students
taught by traditionally prepared teachers and alternatively prepared
teachers?
4. Are the perspectives of traditionally prepared teachers regarding
dimensions of teaching different from those of alternatively prepared
teachers?
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Delimitations
This study was limited to school districts in Mississippi. It cannot be assumed to
reflect nationwide or statewide perceptions. Only math teachers at the participating
middle schools were surveyed. The only demographic data requested from teachers was
preparation type, years of experience, type of alternative preparation program, ethnicity,
gender, and number of hours in content teaching area. Finally, teachers’ responses were
confidential.
Assumptions
It was assumed that participants understood and followed survey and interview
instructions. Likewise, it was assumed that the participants answered questions honestly
and without fear reprisal.
Definition of Terms
This study requires specific terms which were defined according to their
application in this study.
Alternative preparation for certification-A program of preparation for teacher
certification earned without the traditional method of obtaining licensure. A person must
already have a bachelor’s degree. Alternatively certified teachers begin teaching with
little or no educational preparation and are mentored throughout their first few years of
teaching. They also take education course during their first few years until they earn full
teacher certification.
Career-changer-An individual who leaves another profession to teach.
Highly qualified teacher-A teacher who possess the minimum a bachelor’s
degree, current state licensure for the subjects he or she teaches, and mastery in all the
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subjects he or she teaches, as demonstrated by assessments such as the Praxis II tests or
other approved methods (U.S. Department of Education, 2009).
Mississippi Curriculum Second Edition Test (MCT2)-A state achievement test
completed by students in grades 3-8. The tests include selected response sections
(multiple choice questions) and embedded field test items (Mississippi Department of
Education, 2009).
Race/ethnicity-A person’s heritage or culture. Five categories of race/ethnicity,
based on the ones used by the Mississippi Department of Education, were used in this
study: Asian/Pacific Islander, Indian, Black (Not Hispanic), Hispanic, and White.
Student achievement-Student performance or success measured by a state
assessment.
Teacher effectiveness-Teacher effectiveness includes the skills and knowledge a
teacher demonstrates in the classroom when teaching students. This is also measured by
how well a teacher’s students achieve on state assessments.
Traditional preparation for certification-Teacher preparation program offered
through a university or college where a student earn a bachelors (or master’s) degree after
completing content courses, educational courses and student teaching. Mississippi issues
certification after the candidate completes a traditional program and passes a content
exam such as the Praxis-II (Mississippi Department of Education, 2009).
Justification
Teacher quality and knowledge of effective practices of teaching are the primary
influences on student success according to Pillsbury (2005). The results from the study
determined if there are differences between the type of teacher preparation and teacher

9

effectiveness as measured by student performance on the Mississippi State MCT2 math
assessments. The results can inform hiring practices that have evolved from traditional
hiring practices of looking only at interviews, degrees earned, method of licensing, and
number of years of experience (Hornick-Lockard, 2006). The results from the data will
provide information for evaluating alternative preparation programs and whether teachers
who have completed such programs are effective in comparison to traditionally prepared
teachers.
Summary
Alternative preparation programs are a result of teacher shortages in schools
across the country. Non-education degree holders and professionals are choosing to enter
the teaching profession (Cross, 2008). Proponents of alternative preparation programs
assert that such models provide individuals who would like to teach the required
knowledge in specific content areas to enter the classroom with the necessary knowledge
as outlined by No Child Left Behind (2002). They further claim that alternative routes to
teacher licensure provide teachers an understanding of their content areas and allow them
to give back to society by providing on-the-job training, and convenience for them in
completing their coursework (Graves, 2008). Alternative preparation programs and
traditional preparation programs both produce teachers who have demonstrated the
competence to impact student achievement.
NCLB (2002) increased the standards of assessing students and mandated
consistent with the statute’s criteria, all teachers be highly qualified in their content area.
However, some school districts also use students’ performance on state assessments as a
tool to evaluate a teacher’s effectiveness. Understanding the relationships among
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alternative preparation, traditional preparation, and student achievement will assist
policymakers in developing effective programs for teacher certification, inform decision
makers who evaluate the credentials of teacher applicants, and inform the larger
community regarding the degree to which preparation experiences impact student
achievement (NCLB).
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CHAPTER II
REVIEW OF LITERATURE
Introduction
This chapter provides two major reviews of extant literature. The first is literature
that aided in the construction of a theoretical framework. The second major examination
of literature addresses the body of research and expert perspectives that were pertinent to
the topics around which the present study was developed.
The following sections present the theoretical framework, which combines human
capital theory, experiential job training, and essentialism elements of the framework. The
review of pertinent research and professional perspectives addresses the following: types
of teacher preparation, alternative preparation programs, types of individuals that
alternative preparation programs attract, the types of teaching practices prevalent in
alternative preparation programs and traditional preparation programs and the
effectiveness of alternatively prepared teachers and traditionally prepared teachers with
respect to student achievement. Alternative preparation programs were established to
provide additional teachers for the classroom to help alleviate the teacher shortages
(Cohen-Vogel & Smith, 2007). Organizers of alternative certification programs believe
that one way to attract more diverse people is to create an educational program that was
more diverse (Feistriziter, 2007).
Theoretical Framework
In order to study the relationship between teacher preparation and student
achievement, it is important to discuss the theories of those whose work informs this
inquiry. The following information addressed the views of these theorists and their

12

philosophies pertaining to teacher preparation and its importance to education in this
study.
Olaniyan and Akemakinde (2008) state that according to Schultz (1971),
education is an economic good because it is not easily obtainable and needs to be
apportioned. Economists regard education as both a consumer and capital good because
it offers utility to a consumer and also serves as an input into the production of other
goods and services (Olaniyan & Akemakinde). Based upon the work of Theodore
Schulz (1971), human capital theory rests on the assumption that formal education is
highly instrumental and even necessary to improve the production capacity of a
population. In other words, the human capital theorists argue that an educated population
is a productive population (Olaniyan & Akemakinde).
The human capital theory espoused by Schultz (1971) helps to explain the
economic structure as to the interest in alternative teacher preparation programs. By
allowing those who are interested in teaching to be certified through an alternative
program, such models allow those individuals to gain on-the-job training. This allows
the individuals to get paid while they are learning the job, thus bringing more money into
the economy. Schultz believed that skills and knowledge, which are important in
education, are a form of human capital which is important to the economic development.
He also stated that people who enter the teaching field have exclusive attributes and
knowledge and skills. Individuals increase their “stock of human capital through formal
school, formal vocational education, and on-the-job training or staff development. This
depends on its age, on the depreciation and obsolescence to which it has been subject and
on the extent to which it contains mal-distributions for reasons of supply and demand”
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(Schultz, p.35). Schultz proposed that people invest in themselves through education in
order to have more choices, higher earnings, and greater satisfaction.
Shen (1997) argued that lessening the standards to enter the education profession
would decrease the number of the quality of teachers. However, human capital theory
provides a potential counter explanation for variation in the quality of teachers. It stated
that people who received a degree in liberal arts education before they began teaching
had more human capital than those persons who specialized in education as an
undergraduate. Those who were liberal arts major were believed to be more valuable as
earners in the economic world over a lifetime than those who did not because they had
more choices in the path they had chosen (Schultz, 1971). Fitzsimons (1999), also agreed
since the economy has become so global that students are expected to master the basics
of the core content and to acquire increasingly valued skills that translate into financial
success in the labor market.
Edward L. Thorndike, an educational psychologist at Teachers College, Columbia
University, sought to make education a more exact science. In his effort to apply
scientific rigor to education, he created more in-depth scales for testing pedagogical
methods and subject knowledge. However, Thorndike did not design his testing for
external control. He believed that if educators were measured-driven, they could improve
the professional practice therefore limiting the use of state and others invading the
schools (Ravitch, 2002).
Thorndike’s (1912) beliefs were that learning was more prevalent if it was related
to real world experiences. Thus, alternatively prepared teachers learn to teach through
on-the-job training bringing those real-world experiences to the classroom. B.F. Skinner
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and Clark Hull, who were also learning theorists like Thorndike, agreed that jobimbedded training is an effective method because the alternatively prepared teachers are
applying the skills that they are learning.
NCLB endorsed a reform requiring states to adopt standards and assess student
learning in a summative manner with annual standardized tests. According to NCLB, all
students should be performing on grade level by 2014. This is consistent with the
essential theory proposed by Kessinger (2007). Essentialism asserted that it is important
to educate an individual to a certain standard within a given time period.
According to the foundations of the essentialist theory, teachers should teach facts
and students are tested based on the facts that they have been taught (Maya, 2007).
Student success is measured by how well the student performs on the state assessments
(Gimbert, Cristol & Sene, 2007). Teachers who complete either program, traditional or
alternative, must be highly qualified in their content area based on NCLB.
Teachers are being held accountable for mastery of specific subject area
objectives according to NCLB through assessment of students; the act also requires
highly qualified teachers in every classroom. NCLB requires students to master a certain
competency level in reading, mathematics, and science. These are core objectives and
competencies measured by state assessments. According to Kessinger (2007), teaching
what is essential would prepare students for the global economy and workplace. It is a
matter of debate, and some limited inquiry, as to whether ensuring the achievement of
essential competencies is more effectively accomplished by persons who have been
prepared for certification through traditional programs or by those who have been
prepared through alternative programs.
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According to Reyes (2008), there is great focus on student performance on
essential subject area assessments when administrators monitor the job performance of
teachers. Teachers are pressured to ensure that all students have mastered the essential
concepts. In some states, when students do not meet the projected achievement results,
teachers’ jobs are in jeopardy because administrators expect teachers to guarantee that all
students meet grade-level standards (Reyes, 2008). Schools that do not meet the
necessary improvement benchmarks often face sanctions from the state and experience
large teacher turnover (Reyes, 2008).
Alternative preparation programs seek individuals from diverse backgrounds to
become teachers. According to Link (2008), the teacher should be the intellectual leader.
The hiring of science, math, and other educators through the alternative programs
demonstrates the essentialist theory of bringing expertise to the classroom. These
individuals expose students to different knowledge and experience that fits with the
philosophy of William Bagley, who was a professor of education at the Teacher College
of Columbia University from 1917-1940. His philosophy was that professional education
should seek to integrate the subject-matter and teaching techniques. Bagley believed that
education was the key for society (Null, 2009). Meeting the mandatory standardizedtesting requirements through having essential content areas taught by experienced
individuals is confirmation that alternative preparation programs identify with the
essentialist theory.
In summary, the human capital, experiential, and the essential theories have great
impact on the foundation and preparation of alternative certification programs. They
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further provide an appropriate foundation for the exploration of the questions posed in
this study.
Pertinent Research and Professional Perspectives
Types of Teacher Preparation
The following section describes the two types of teacher preparation, traditional
and alternative, as related to this study. This section will clarify the differences in
traditional preparation and alternative preparation and how these preparation experiences
relate to student achievement.
Traditional preparation. According to Boyd, Goldhaber, Lankford, and Wyckoff
(2007), traditional teacher preparation has, for much of the past century, been the primary
source for teachers in most states. These programs are usually offered by universities and
are regulated by state and institutional guidelines. Institutions must follow the guidelines
of the state to be able to offer degrees to the participating candidates. Once the
candidates have completed the necessary requirements, the state assumes they are
qualified to enter the teaching profession (Boyd et al.).
Course content falls into three broad content areas: foundational courses (for
example, learning and child development courses, philosophy or history of education
courses, and multicultural and education courses); pedagogical courses (for example,
methods of teaching or classroom management); and content or subject matter knowledge
(Boyd et al., 2007). According to Lorcher (2008), candidates are also required to
complete a practicum under the supervision of a certified teacher in order to obtain a
teaching license as part of their formal training. Doing this introduces the student-teacher
to the classroom environment. This also allows the experienced teacher the opportunity
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to observe the student-teacher with respect to how he/she delivers instruction and how
he/she handles discipline issues, disruptive behavior, and classroom management.
Traditionally prepared teachers have already formally observed student behavior and
other teacher issues through student teaching. Teachers who attend a traditional teacher
program are trained with the following concepts: organization, classroom arrangement,
classroom management, parent contacts, student/teacher/parent relationships,
interventions, special education, individual education plans, curriculum development,
state testing, discipline, and legal issues (Lorcher, 2008).
According to Boyd et al. (2007) state requirements for student teaching vary;
however, thirty-eight states require beginning and new teachers to have student teaching
experience. Some states require as few as five weeks, while others require fifteen to
twenty weeks. Many observers believe that student teaching is the most crucial
component of the teacher program (Boyd et al.).
Alternative teacher preparation. According to Walsh and Jacobs (2007), alternate
teacher certificates are issued to teachers after they have finished an alternate teacher
training program. These programs often involve on-the-job training, meaning that
participants are given full-time teaching jobs in which they are observed by mentor
teachers. Their teaching internship is usually more intense and longer in duration than
student teaching that is completed by traditionally prepared teachers. Typically,
candidates for alternate preparation programs are recommended by principals or other
school administrators and sometimes are required to have met other criteria (Walsh &
Jacobs, 2007).
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Alternate routes of preparation are having a profound impact on teacher
certification. What began in the early 1980s as a way to decrease teacher shortages and
replace emergency certification has evolved into models for recruiting, training, and
certifying people who already have at least a bachelor’s degree and want to become
teachers. These programs were designed to meet the specific need for specific teachers in
specific schools (Feistritzer, 2007).
According to the National Center for Alternative Certification (2008) the greatest
demand for teachers was in the following schools:
1. At the secondary level
2. Certain areas in western, southwestern, and southeastern states
3. Urban, low income, minority schools
This demand was also highest in the following subjects:
1. Special education
2. Mathematics
3. English
4. Biology, chemistry, and physics
5. Foreign Language: French, German, and Spanish
According to National Center for Alternative Certification (2008), all of these statistics
are important to understand the demand for alternatively prepared teachers and why they
are trained and recruited.
Types of Alternate Preparation Programs
Schoon and Sandoval (2000) state that when teacher shortages became an issue in
the early 1990s, state departments began devising ways to solve the problem. By that
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time, thirty-three states had implemented or proposed their own version of an alternate
route program (Schoon & Sandoval). By 2005, approximately 51,000 teachers had met
their requirements for licensure through an alternative preparation program; this was a
significant increase from 36,500 in 2004 (National Center for Alternative Certification,
2008).
Teacher candidates can receive their alternative teaching licenses through several
sources; however, defining a specific standard for each program is difficult. Most teacher
programs are regulated by the state and vary from university to university; criteria and
standards also vary (Owings et al., 2005). Feistritzer (2005) found that alternate
preparation program participants had fewer teaching hours during a semester and about
68% completed the program within two years. Feistritzer reported that alternate
preparation programs have incorporated the following into their programs: early entry in
the classroom, rigorous coursework, a mentor assigned throughout the process, and
participate as a cohort in the program. However, since there is not a standard uniform for
alternate preparation program, researchers still have reservations about what classifies a
quality alternate preparation program. Darling-Hammond and Sykes (2003) ventured
that “efforts that include a comprehensive program of education coursework and
intensive mentoring have been found to produce more positive evaluation of candidate
performance than model that forgo most of this coursework and supervised support” (p.
11). Several types of alternate preparation programs are state-approved; thus, the
alternative preparation programs can only operate with approval from the state.
University-based programs are another type of alternate route program. In this program,
the individual has a bachelor’s degree from an accredited university, and follows a plan
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of study designed by the particular university or college to obtain teacher certification;
however, this plan of study must also follow the approved guidelines provided by the
state department of education. The following are examples of various types of alternate
preparation programs; the list is not exhaustive. These examples were chosen based on
the years that they have been in existence and their familiarity to the educational
community (National Center for Alternative Certification, 2008).
Teach for America. Teach for America (TFA) is an example of a state-approved
program that was designed to close the achievement gap by providing teachers to teach at
schools comprised of limited resources (Alsop & Williams, 2008). According to
Raymond, Fletcher, and Luque (2001), Teach for America is a program that seeks to
recruit academically advanced new college graduates from selective universities, to
commit to teaching for two years in hard-to-staff districts. Following a summer program
that provides several weeks of student teaching and basic coursework, recruits are placed
in urban and poor rural schools on emergency or provisional teaching permits (Raymond,
Fletcher & Luque).

According to Xu, Hannaway and Taylor (2008), Teach for America

has grown since its inception 1990, when it received 2500 applicants and selected and
placed 500 teachers in the classroom. In 2005, it received 17,000 applicants and placed
over 2,000 teachers. In all, the program has affected the lives of over three million
students (Xu et al.).
Xu et al. (2008), conducted a study on the effectiveness of Teach for America
teachers examining both student achievement and the validity of the criticisms of Teach
for America. The researchers looked at math and science teachers in secondary schools.
The finding revealed that Teach for America teachers were more effective with regards to
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student achievement than traditional teachers. This study suggested that Teach for
America trainees’ effect, at least in the grades and subjects investigated, are much larger
than experienced secondary school teachers (Xu et al.).
Decker, Mayer and Glazerman (2004) conducted a study by Mathematica
comparing student achievement among students taught by Teach for America and other
teachers in the same school and at the same grade levels. Both Teach for America and
traditional teachers in the study were in self-contained classrooms in grades 1 through
grade 5. The Mathematica study found that Teach for America teachers outperformed the
control teachers, including experienced teachers, in math.
One study of Teach for America teachers in Houston found that Teach for
America teachers had a positive effect on student achievement scores when compared
with other new teachers (Raymond, Fletcher, & Luque, 2001). Another study of similar
data confirmed that students of Teach for America teachers outscored those taught by
other teachers, especially in math; however, new teachers who had pedagogical training
and certification did better than new teachers of Teach for America (Darling-Hammond,
Holtzman, Gatlin, & Heilig, 2005).
The New York City Teaching Fellows Program. This program was established in
2000 and is the largest alternate certification program in the country. It was designed to
fill the vacancies in New York City’s lowest performing schools. One in eight applicants
becomes a teaching fellow (New York Department of Education, 2010). Applicants must
have a bachelor’s degree in which they have earned at least a 3.0 grade point average.
The summer before the first school year of teaching begin fellows must attend an
intensive seven-week training session in which they observe and assist veteran teachers.
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Fellows must pass the basic skills and content specialty certification exam before they
can begin teaching. Once assigned a teaching position, they must begin an approved
master’s program that will qualify them for continuing certification in their subject area.
Fellows now supply about 25 percent of new hires in New York City (New York
Department of Education, 2010). Over 9, 000 fellows are currently teaching in 90
percent of New York City’s 1,600 public school and programs. About 78 percent of
fellows teach in high-need subject areas, 22 percent of all special education teachers, 19
percent of all science teachers, and 26 percent of all math teachers are fellows (New York
Teaching Fellows, 2005). Since the inception of the New York Teaching Fellows, the
graduation rates among students in the New York public school system have increased 33
percent. In 2009, over 85 percent of fourth graders and 71 percent of eighth graders met
or exceeded the New York State English Language Arts standards (New York Teaching
Fellows). This is an example of a university designed program.
Troops to Teachers. Troops to Teachers (TTT) began in 1994 as a program that
provides funds to recruit, prepare, and support former members of the military services as
teachers in high-poverty schools. Since the program began, it has recruited over 6, 000
military members as teachers. The program also helps these individuals find employment
in high-need local education agencies (LEAs) or charter schools. Feistritzer (2005)
investigated the TTT program, and examined variables that included demographic
information, degrees earned, and preparation activities of the programs. Eighty-two
percent of TTT participants are male and 37% are minority. Nine out of 10 TTT teachers
are at least 40 years of age. Many of the teachers are employed in the urban centers.
Almost one-fourth of the teachers are certified in social studies while the percentage of
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those TTT teachers teaching mathematics is slightly higher. Sixty-two percent of TTT
teachers have master’s degrees or higher, and of those 32% have degrees in fields other
than education. Regarding the program, 38% of TTT participants state that over 50 hours
of college courses are required for licensure in the various states where they serve.
Feistritzer (2005) mailed a 38-question survey to 3,000 TTT certified teachers
who had been teaching since 1994, of which forty-seven percent or 1,431 returned the
survey. The researcher investigated the perceived preparedness of TTT participants and
their commitment to remain in education. The TTT participants reported that they were
competent in motivating students, managing time efficiently, and managing their
classroom. Seventy-eight percent of the teachers continued teaching after five years of
service because they wanted to make a difference in their students’ education. Festritzer
(2005) found that 22% left the teaching field either through retirement or another
profession.
Owings et al. (2005; 2006) completed a nationwide survey with TTT participants
and their principals to determine if they were better prepared than traditional prepared
teachers. Building administrators and 1,300 TTT participants were mailed program
completer and school administrator questionnaires. Sixty-one percent or 793 participants
returned the surveys. Eighty-two percent were male; 60% were white; and 25% were of
Black or Non-Hispanic ethnicity. Ninety percent of the principals surveyed stated that
the TTT teachers were better prepared than traditionally prepared teachers with regards to
classroom management and teaching instruction. Moreover, when the experience
variable was controlled, principals agreed that TTT teachers had an impact on student
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achievement controlling for years of experience (Owings et al. 2005; 2006). This is an
example of a private-based alternate route program.
Mississippi alternative preparation programs. The state of Mississippi has three
alternate routes for alternative teacher certification. The oldest is the Master of Arts in
Teaching (MAT). This is an example of a university approved program. It became
effective July 1, 1997. The Master of Arts in Teaching Program, which was in existence
before 1997 in some Mississippi colleges, required that candidates have a bachelor’s
degree, meet the required Praxis I test scores, and pass the Praxis II Specialty Area test in
order to enter the alternate route program (Mississippi Department of Education, 2010).
Upon completion of the above, an individual may enroll in a MAT program in one of the
10 Mississippi participating colleges or universities and complete six graduate hours in
Tests and Measurements and Classroom Management in order to obtain an initial threeyear alternate route license to teach (National Center for Alternative Certification, 2008).
Art, biology, business, chemistry, elementary education (grades 4-8), English, French,
German, home economics, marketing, math, music, physical education, physics, social
studies, Spanish, speech communications, and technology education are the only contents
in which an individual may obtain teacher licensure through the MAT alternate route
program. An individual has the option of completing the Master’s degree after obtaining
the five-year MAT license according to the National Center for Alternative Certification.
The second alternative route to certification in the state is the Mississippi
Alternate Path to Quality Teachers (MAPQT) alternate route program, which began in
2003. It is administered by the Mississippi Community College Foundation and is held at
five community college sites. In order to enter the program, an individual must have a
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bachelor’s degree, have a GPA of 2.0 overall (if graduated more than seven years earlier)
or an overall GPA of 2.5 and a GPA of 2.75 in major area (if graduated less than seven
years earlier) pass the Praxis I, and Praxis II specialty area. MAPQT will only qualify
individuals to obtain licensure in the following courses: art, biology, business, chemistry,
English, French, German, home economics, marketing, math, music, physical education,
physics, social studies, Spanish, speech communications, technology education, and
special education (grades seven-twelve). In order to obtain an initial one-year license to
teach through the MAPQT alternate route, one must complete MAPQT training program
consisting of 90 clock hours. The program consists of effective teaching strategies, state
curriculum frameworks, planning and instruction and survival skills in the classroom.
The time and dates of the MAPQT Training Program are determined by each
participating college. Also, the individual must find a teaching job and obtain a letter
from the school district verifying employment. During the completion of a one year
internship, teachers must complete a practicum usually one Saturday month for nine
months. The practicum will consist of classroom management, peer coaching, school
law, data analysis using test results and training modules using interactive video training.
An individual who has a passed the Praxis II and has successfully completed all the
requirements may be issued a five year license. An individual who has not achieved a
passing score on the Praxis II, after the first year of teaching can apply for another oneyear MAPQT license if they meet the following requirements:
1. Retake the Praxis II during the second year of teaching
2. Continue work on an Instructional Portfolio during the second year
3. Complete additional content specific coursework in area of weakness
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An individual who has a passing score on the Praxis II Specialty Area Test at the end of
the second year of employment will be issued a Five-Year license. If an individual has
not achieved a passing score on the Praxis II at the end of the second year can apply for
another one-year MAPQT license if they meet the following requirements:
1. Retake the Praxis during the third year of teaching
2. Continue work on an Instructional Portfolio during the third year
3. Complete additional content specific coursework in area of weakness
4. Local district should conduct an evaluation of the teacher and provide
documentation to the OEL
An individual who has not achieved a passing score on the Praxis II Specialty Area Test
by the end of the third year of teaching, but has a score that is within one standard error
measurement of the passing score, shall submit his/her Instructional portfolio to the State
Board of Education. The Board will have the portfolio evaluated by an external team. If
the portfolio is recommended for approval by the external team, the teacher may be
issued a Five Year license (National Center for Alternative Certification, 2008).
The third alternate program that Mississippi has to offer is the Teach Mississippi
Institute (TMI) which was mandated in 2002 by the Mississippi legislature and
implemented in 2003. In order for an individual to be accepted in the program the
individual must have a bachelor’s degree, pass the Praxis I and Praxis II Specialty Area,
and have an application from Institutions of Higher Learning or the participating
institution. The TMI program will only certify individuals in the following areas:
biology, business, chemistry, English, French, German, home economics, marketing,
math, physics, social studies, Spanish, speech communications, technology education,
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and special education (grades 7-12 only). In order to receive a one-year alternate route
licensed individuals must complete an eight week training session, which consists of 9
semester hours at the graduate level and on campus. During the training the individuals
will learn teaching strategies, classroom management skills, state curriculum
requirements, instructional methods and tests and measurements. Upon completion of
the one-year internship period with mentoring and induction in a local school district and
recommendation by local school district, an individual may be granted a five-year license
(National Center for Alternative Certification, 2008).
According National Center for Alternative Certification (2008) a total of 3,936
alternate route teacher licenses had been issued between 2003-2004 and 2007-2008 in the
state of Mississippi. Of the 2,918 teachers who had been issued alternate route licenses
in 2008, 1,601 participated in the MAT alternate route program, 972 participated in the
MAPQT program and 345 in the TMI alternate route program. Approximately 61% of
the individuals were issued certificates to teach at the secondary level, 26% at the
elementary level and 13% in special education. The majority of the elementary
certificates were issued to participants in the MAT program (National Center for
Alternative Certification).
Types of Individuals Attracted by Alternative Preparation Programs
Alternate preparation programs attract diverse individuals to the classroom.
According to Owings et al. (2006), alternate preparation programs attract minorities,
older people, and career changers. Alternative preparation programs also attract more
males and more minorities than traditional preparation programs (Owings et al., 2006;
Shepherd, 1999; Suell & Piotrowski, 2006). Shen (1999) stated that alternative
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preparation programs attract college graduates with high grade point averages or
advanced degrees as prospective teachers.
Age. According to Humphrey and Wechsler (2007) alternative preparation
programs seem to attract older participants than traditional preparation programs.
Humphrey and Wechsler conducted a case study on seven alternative preparation
programs that certified elementary and/or secondary teachers. The researchers found that
the average age of alternative preparation program participants was only slightly higher
than the average of the beginning teachers which was 32 years old compared to 29 years.
Two alternative preparation programs had participants who were significantly older than
the national average which was 38 years old. The study results revealed that these
variations in ages among alternative preparation programs recruited a diverse mix of
younger and older adults (Humphrey & Wechsler). In the state of Mississippi, according
to National Center for Alternative Certification (2008), the percentage of people who
entered an alternative preparation program according to age group is as follows: 10%
between the ages 18-24 years of age; 35% between the ages 25-29 years of age; 35%
between the ages of 30-35 years of ages; 15% between ages of 40-49 of age; and 5%
between the ages of 50 + years.
Shen (1999) conducted a study to determine if alternative preparation programs
attracted older adults in mathematics and science. Shen used data from the Schools and
Staffing Survey (SASS) of 1993-1994 to ensure a national representation. Unlike the
abovementioned study by Humphrey and Wechsler (2007), Shen included both the
beginning teachers and teachers with at least ten years of experience in the study.
However, this study found that the average age of alternatively prepared mathematics and
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science teachers was slightly higher than the average age of traditionally prepared
mathematics and science teachers. The average age may have been the same;
nonetheless, alternatively prepared teachers began teaching at different ages than
traditionally prepared teachers (Shen). Neither Shen’s (1999) nor Humphrey and
Wechsler’s (2007) study confirmed the notion that alternative preparation programs
attracted older adults into teaching profession.
The results from the studies varied and researchers concluded that the age of the
alternatively prepared teachers was a factor for recruiting them to alternative preparation
programs. However, the results, for the most part, did not support the notion that
alternatively prepared teachers were usually older than traditionally prepared teachers.
Minorities. According to Feistritzer (2007), alternative preparation programs
attracted more minorities than traditional programs. It is a common belief that alternative
preparation programs attract more minorities according to Suell & Piotrowski (2006).
However, Shen’s (1999) study of 1993-1994 SASS (School and Staffing Survey) did not
support the claim because it revealed that the difference in the percentage of alternate
route math and science teachers, which is 15%, is not significantly different from the
percentage of minority traditionally prepared math and science teachers, which is 12%
(Shen). Humphrey and Wechesler (2007) found that 40% of the elementary and
secondary alternatively prepared teachers in their seven case study programs were
minorities while the National Center for Education Statistics reported that 14% of
elementary and secondary alternatively prepared teachers nationwide were minorities.
Since 2000, Mississippi has issued 4,903 alternative teaching certificates. Out of those,
5% were Asian, 4% were American Indian, 40% were Black, 31% were White, and 20%
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were Hispanic; 55% were female and 43% were male (National Center for Alternative
Certification, 2008). According to Humphrey and Wechsler (2007), the diversity of the
participation is dependent on the area in which the alternative preparation programs
provide services.
Career-changers. Alternative preparation programs attract career-changers into
the teaching profession. The president of the National Center for Alternative
Certification reported that the majority of alternatively prepared teachers are careerchangers (Feistritzer, 2007). Humphrey and Wechsler (2007) found that 18% of the
elementary and secondary participants in the seven alternative preparation programs in
their case study were previously full-time students and 24% were either K-12 teachers or
were in another educational or childcare profession (Humphrey & Wechsler).
Cohen-Vogel and Smith (2007) used data from the SASS (School and Staffing
Survey) collected in 1999-2000 to determine if first year alternatively prepared
elementary and secondary teachers were career changers. The researchers found that
prior to their first year of teaching experience, 36.3% of alternatively prepared teachers
were in college, 20.7% were teaching at various levels, 12.5% were working in
education but not teaching, and 17.7% of the alternatively teachers were working in fields
other than education before their first year of teaching (Cohen-Vogel & Smith).
According to the National Center for Alternative Certification (2008), in
Mississippi, many alternatively prepared teachers had other careers before becoming
teachers. Mississippi estimates that 15% had professional careers, 15% had other
occupations, 5% were military, 5% were retired military, 5% were retired from other
professions, 20% were from Mississippi institutions of higher education, 5% were from
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institutions of higher education in other states, 10% emergency certified, 15% had some
type of teaching occupation, and 5% had non-teaching education backgrounds (National
Center for Alternative Certification).
Cross (2008) conducted interviews in which he asked alternatively prepared
teachers why they changed careers; many of the candidates stated that they remembered
their favorite teachers who were major influences in their lives. Some aspirants stated
that they considered that their other jobs included a good deal of teaching, and a number
of participants regularly taught religious classes at their church, mosque, or synagogue
(Cross). Cross also reported that most of the candidates had previously wanted to be
teachers but circumstances had conspired against them or pursued another profession and
realized after a while that this was something they did not want to do.
Summary thoughts on the characteristics of alternatively prepared teachers. The
original goal of alternative preparation programs was to relieve teaching shortages in
hard-to-staff schools and high-content needs areas (Cohen-Vogel & Smith, 2007).
Cohen-Vogel and Smith found in the 1999-2000 SASS (Schools and Staffing Survey)
data for elementary and secondary teachers that the percentage of alternatively prepared
teachers and the percentage of traditionally prepared teachers in hard-to-staff schools
were not different. Similarly, the percentage of alternatively prepared teachers teaching
at least one class out-of-field was not statistically different than that of traditionally
prepared teachers (Cohen-Vogel & Smith). More research has to be done before
generalization can be made about placement of alternatively prepared teachers in hard-tostaff schools. Based on the research, alternative preparation programs are just as diverse
as the traditional preparation programs. Alternative preparation programs provide
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another path for individuals to teach without obtaining certification through the
traditional method (Cohen-Vogel & Smith).
According to Humphrey (2006), the hypothesis is that alternative preparation
programs attract a more diverse pool of teachers that includes more males, older
participants, minorities, and career-changers, many of whom have expertise in hard-to-fill
areas as math and science is not supported by results. Only a fraction of alternative
certification participants are career-changers from mathematics and science professions.
According to Humphrey, the belief that alternative certification programs attract
individuals who never have considered teaching as a career is also a myth. In reality,
many alternative certification participants have prior teaching experience or experience
working with children (Humphrey). Nevertheless, the demographics about traditionally
prepared teachers and alternatively prepared teachers do not answer the question of
whether or not alternatively prepared teachers are as effective in the classroom as
traditionally prepared teachers.
Processes of Teacher Preparation
The Elementary and Secondary Education Act of 2001 known as No Child Left
Behind was signed by into law by President George W. Bush. This act was redesigned to
align the state teacher requirements and teacher preparation to improve teaching. This
process requires each state to report their efforts in achieving and maintaining the goal of
highly qualified teachers in all classrooms.
According to No Child Left Behind, students must be proficient in math and
reading by 2014. Since this date is fast approaching, and the increasing numbers of
schools are being labeled as failing schools, President Barack Obama’s administration
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has implemented a waiver process that allows states to be free from some parts of NCLB
in order to pursue their own plans for school improvement and accountability if they meet
certain requirements of the Department of Education. This would require states to hold
schools accountable for student gains and improve teacher effectiveness.
This new waiver process does not exempt states from establishing ambitious but
achievable goals and improvement efforts for all schools and all students. As a response
to the waiver requirements, some states have decided to implement the Common Core
Standards and set accountability standards which assess the degree to which students are
college and career ready.
Teacher preparation programs are linked directly to teacher effectiveness in the
classroom. In fact, “highly qualified teachers can partially compensate for the home and
educational deficits apparent in the preparation of disadvantaged students” (Owings et al.,
2005, p. 15). According to the Education Commission of States (2003), they conducted
92 studies to answer questions regarding teacher preparation. They found that effective
teachers, especially in schools that are difficult to staff, had three common variables:
teachers were placed in the schools by central office staff, teachers had taken
multicultural classes in their teacher preparation courses, and teachers were selected
carefully by their principals. According to the research that was conducted, preparation
is critical to the success of any job, but for educators, preparation is even more important
(Owings et al.).
Podgursky (2005) argued that current certification requirements, which generally
specify that teacher candidates must complete a broad range of classes in pedagogy, will
discourage talented prospective candidates with advanced knowledge in the academic
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field from entering the teaching profession. This argument drew attention to the
necessity of ensuring that any teacher certification requirements that allow individuals to
enter the teaching profession should be related to student achievement (Podgursky).
Each state must accredit teacher-preparation programs based standards for highlyqualified teachers. According to Sindelar, Daunic and Rennells (2004), comparing
success and retention rates for traditional and alternatively prepared teachers is difficult
as there are multiple formats for each preparation type and variables to discuss (Sindelar,
Daunic, & Rennells). Colleges and university designs meet state standards, and
legislators have set the requirements for alternative programs through legislation
(Feistritzer, 2005).
Upon completion of a teacher-preparation program, whether traditional or
alternative, the question remains as to what teachers are capable of doing in the
classroom (Bouck, 2007). Bassett et al. (2007) found that in the State of Colorado in
2002-2003 school year, half of the approximately 1500 new teachers hired had trained at
colleges and universities with Colorado. The remaining teachers were trained through
alternative programs. These statistics revealed that the school districts used these
programs to fill the teaching vacancies and reduce the teacher shortages throughout the
state. Bassett et al. (2007) explained that drastic differences existed between the
structures of alternative programs, especially in preparation time, methods, and design.
Therefore, Bassett et al. recommended that the state legislature develop a more in-depth
accountability system to monitor mentoring programs for first-year teachers within
alternative programs and traditional programs.
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According to Tissington (2008), alternatively prepared teachers complete the
same requirements as teachers who complete traditional licensure programs to receive
full licensure. Alternatively prepared teachers are required to understand the necessary
content knowledge, pass a state teacher examination, and fulfill the requirements of their
program related to quality pedagogical techniques (Foster, Bishop, & Hernandez, 2008).
Tissington (2008) also explained that although alternatively-prepared teachers do not
have prior teaching experience, they do receive better, more applicable training due to
their immediate exposure to actual classroom experiences. Tissington’s research
supports the findings of Bassett et al. (2007) in that alternative licensure teachers enter
the classroom with little formal training in best practices of teaching.
Effectiveness of Alternatively Prepared and Traditionally Prepared Teachers
Some researchers (Anfara & Schmid, 2007; Darling-Hammond & Berry, 2006;
Darling-Hammond & Rustique-Forrester, 2005; Salinas et al., 2006; Torff & Sessions,
2006) used the terms teacher quality and teacher effectiveness interchangeably in
literature. Because of biased judgments, experts have found it difficult to define the
meaning of teacher quality. Goos (2006) suggested that because students have various
backgrounds, it is difficult to determine the effects of teaching on student achievement.
According to Fenstermacher & Richardson (2005), there is a difference in teaching the
lesson and delivering the lesson. Johnson-Leslie (2007) mentioned that effective
teaching practices are found in productive classrooms. Teacher effectiveness can be
measured in a number of ways. The following studies have assessed teacher
effectiveness through teacher preparedness, teaching practices, and student achievement.
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Teacher preparedness. In Houston, Marshall and McDavid (1993) conducted a
survey of first-year elementary alternatively prepared teachers and traditionally prepared
teachers. The researchers asked participants to rate their own experience with common
issues first year teachers encountered. After two months of teaching and again after
eight months of teaching, participants completed a survey to gauge teachers’ self
perceptions of their preparedness to teach. The results of the data collection after two
months of teaching revealed that alternatively prepared teachers indicated higher levels of
concerns in all fourteen areas than the traditionally prepared teachers did. The difference
in levels of concern was significant in six of the areas: motivating students, managing
time, handling paperwork, communicating with administration, utilizing personal time,
and assessing students. However, after eight months of teaching, traditionally prepared
teachers expressed higher concerns than they had after the first survey while alternatively
prepared teachers experienced fewer problems than they had reported previously.
Traditionally prepared teachers rated only classroom management as a higher concern
than alternatively prepared teachers. Consequently, according to this study after eight
months of teaching, both alternatively prepared and traditionally prepared teachers’
experience relatively similar feeling of preparedness (Houston, Marshall & McDavid).
Miller, McKenna, and McKenna (1998) conducted research involving
traditionally prepared and alternatively prepared teachers with three years of middle
school teaching experience. All alternatively prepared teachers graduated from the same
university and each traditionally prepared teacher selected matched an alternatively
prepared teacher on subject and grade taught in the same school. The researchers
interviewed each participant to learn about the teachers’ perceptions of the teaching
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experience when they first began teaching, their competency level, and their views on the
problems they encountered in their teaching experience. Based on the interviews, the
researchers concluded that both alternatively prepared and traditionally prepared teachers
commented that such feelings were normal for first year teachers. In contrast,
alternatively prepared teachers attributed the unprepared feeling to not having attended a
traditional preparation program (Miller, McKenna & McKenna).
Likewise, Cohen-Vogel and Smith (2007) used SASS (School and Staffing
Survey) data collected in 1999-2000 on elementary and secondary alternatively prepared
and traditionally prepared teachers to determine their self-perceived level of preparedness
during their first year of teaching. The data revealed that no significant differences were
found between alternatively prepared teachers and traditionally prepared teachers’ selfperceived preparedness (Cohen-Vogel & Smith).
Naki and Turley (2003) found that ample numbers of alternate route teachers had
insufficient understanding of pedagogy, instructional strategies, classroom management,
and students’ social and developmental issues. The manner an individual transitions into
the classroom depends on the support the individual receives from the principals,
mentors, and the school districts (Naki & Turley).
To identify the levels of preparedness in beginning teachers, Boe, Shin and Cook
(2007) viewed relationships between the amount of teacher preparation and teacher
qualifications. Teacher preparation levels were defined as Extensive Teacher
Preparation, Some Teacher Preparation, and Little or No Teacher Preparation.
Traditional teacher education programs, including student teaching considered as
Extensive Teacher Preparation. Some Teacher Preparation also included traditional
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programs; conversely, the length of time for student teaching was a factor to determine if
it was considered Extensive. Alternative preparation programs were identified as Little
or No Teacher Preparation. The study confirmed that both regular education teachers
and special education teachers with extensive preparation reported being better prepared
to teach designated subject areas than those with little or no preparation (Boe et al.).
Foster, Mantel-Bromley, Wayman, and Wilson (2003) also surveyed first-year
teachers who were prepared through traditional programs in Colorado or an alternate
route program, Teachers in Residence. Participants rated their level of apprehension
based on the concerns of most common for first-year teachers. The results revealed that
first-year teachers in both groups had concerns that were similar. Both groups had
common areas of high and low concerns. However, alternatively prepared teachers
indicated higher levels of apprehension than traditionally prepared teachers in nearly
every area surveyed especially in inadequate instruction and classroom management
skills (Foster et al.).
Sindelar, Daunic and Rennells (2004) surveyed alternatively prepared and
traditional prepared special education teachers using principal questionnaires and
graduate questionnaires to determine their level of preparedness and efficacy. The
researchers gathered a sample of teachers from four traditional programs, three
university-district degree partnership programs and three district add-on programs. The
last two programs were considered to be alternative programs. Graduates of both
alternative programs were rated higher by the principals than the graduates of the
traditional programs. The researchers concluded that these findings may have been
biased because some of the alternatively prepared teachers were previously
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paraprofessionals in the schools prior to becoming teachers. Therefore, the teachers had
better knowledge of the school and the classroom procedures and routines. However,
when it came to classroom management skills, instructional preparation, and the ability to
meet student needs there was no difference between traditionally prepared teachers and
alternatively prepared teachers (Sindelar et al.).
Nagy and Wang (2007) sought to identify the issues related to the transition
process of alternate route teacher certification in three phases: preparation before entering
the classroom, support provided by schools/districts during the process, and retention in
the teaching profession. Two questionnaires were used, one for alternate route teachers
and one for their principals. Each survey was made up of five components, which were:
demographics and background information, planning and preparation, professional
responsibilities, classroom environment, and instruction. The majority of the alternatively
prepared teachers did not participate in pre-service programs. Those who received
training received very little and it varied in time and range. Some pre-service programs
lasted one day; others lasted about two weeks (Nagy & Wang).
Nagy and Wang (2007) stated that since preparation was the key factor for
teaching, districts, principals, and mentors need to make better efforts to assist alternate
route teachers in their transition to the classroom. As mentioned, teachers who are not
prepared or are overwhelmed report lower levels of effectiveness and confidence; they
are also more likely to leave the field within the first three years of teaching. Nagy and
Wang found that districts that provided pre-service, induction and staff development
programs retained more alternatively prepared teachers (Nagy & Wang).
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In summary, results from the aforementioned studies indicated that alternatively
prepared teachers did not feel better prepared or less prepared than traditionally prepared
teachers. The difference in perceptions was because of personal feelings or the chosen
certification path. The teaching practices of a teacher can also influence a teacher’s
effectiveness with respect to student achievement.
Teaching practices. In 2007, Ng and Thomas conducted a case study involving
the success of alternatively prepared secondary science teachers and the qualities that
contributed to their success as teachers. The research revealed that teachers’ past
experiences and their reflections on these experiences had a prevalent impact on teaching
practices and success. The two successful teachers shared the following teaching
practices: (a) focusing on the students rather than on themselves, (b) advocating for the
students, and (c) having confidence in their classroom management which resulted from
aiming to develop their student academically, emotionally, and socially rather than
focusing on skills and procedures. The focus point was professional collaboration. The
teachers were active in forming bonds with new teachers to assist them in gathering
materials and other resources necessary for them to be successful. These characteristics
of successful teachers are important when forming an alternative certification teacher
program (Ng & Thomas).
Miller, McKenna, and McKenna (1998) conducted a study of teaching practices
of alternative preparation and traditional preparation programs and found that there were
no significant differences between the two groups of third-year teachers in terms of
components of observed lessons or in pupil-teacher interaction. According to Brouwer
(2007), whether a teacher is prepared through a traditional preparation program or an

41

alternative preparation program, the consensus is that the program should promote skills
and knowledge including instructional variables as curriculum development, content and
subject knowledge, pedagogy and student learning, characteristics, motivation and
classroom management.
In a school district in Florida, Suell and Piotrowski (2006) conducted a study of
first-year teachers who had been either certified through traditional means or through the
Florida Alternative Program. Using a Likert scale, the teachers completed a selfassessment of their level of competence in twelve areas, including assessment,
communication, continuous improvement, critical thinking, diversity, ethics, human
development, knowledge of subject, learning environment, planning, role of the teacher
and technological proficiency. The results showed no significant difference in the
teachers’ self-assessment of their level of competency in any of the twelve areas (Suell &
Piotrowski).
Owings et al. (2006) also conducted a study to gain insight into teaching practices
of alternatively prepared teachers involved in Troops to Teachers (TTT). Using a national
database of Troops to Teachers, researchers sent surveys to TTT personnel of all grade
levels and subject areas to be completed by both teachers and administrators. Responses
from both the teacher and administrator surveys indicated that the TTT teachers were
effective in their teaching practices with regards to student achievement (Owing et al.).
The Urban Institute (Clotfelter, 2007) used 1995-2004 longitudinal data sets from
North Carolina public schools to examine the relationship between teacher characteristics
and student achievement for third through fifth graders. The researcher matched
individual students’ math and reading scores with their individual teachers and then used
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a fixed-effects model to assess teacher’s value added to student achievement. The results
fit many of the predictable assumptions that traditional preparation had positive effects on
student achievement while alternative preparation had negative effects on student
achievement. Teachers’ experience was also positively correlated with student
achievement while students’ socioeconomic status is negatively correlated with student
achievement (Clotfelter).
In summary, according to research in the above-mentioned studies, teaching
practices are diverse among alternatively prepared teachers and traditionally prepared
teachers with regards to student achievement. Based on the researchers’ conclusions, the
teaching practices of alternatively prepared and traditionally prepared teachers do not
differ significantly despite the criticisms of traditional preparation proponents regarding
deficits of alternatively prepared teachers.
Preparation type and student achievement. Kaplan and Owings (2003) believed
that what teachers know and do are the most important influences on student
achievement. Proponents of traditional teacher preparation argue that both the subject
matter knowledge of teacher and student learning strongly correlates with teachers’
classroom effectiveness. Darling-Hammond (1998) argued that teacher knowledge and
experience have a significant influence on student achievement. In contrast, Ballou et al.
(1998) contended that most alternate route teachers are just as effective as their
traditionally prepared counterparts with regards to student achievement.
As teacher quality and accountability are becoming more important, student
achievement is continuing to be closely monitored (NCLB, 2002). Research on
alternative preparation has shifted from teaching practices of educators who were
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certified through an alternative preparation program and focused on student achievement.
State achievement test scores, mainly year-end data and other student test scores, are
being utilized by most researchers. Depending on what data were available, studies
group teachers by certification type or type of certification program. The following
studies will address student achievement.
Neild et al. (2009) examined the impact of various types of teacher preparation
on student achievement gains in math and science. Using cross-sectional data from a
large urban school in the 2002-2003 school year, the researchers matched individual
teachers with their students in grades 5-8. They then employed a three-level mixed
model to determine the relationship between preparation and test scores. In science,
students who were taught by traditionally prepared teachers who were certified in
secondary science achieved much greater levels of achievement when compared to
students who were taught by teachers with any other kind of preparation: The secondary
science certification had a positive impact. However, when looking at math, students
who were taught by teachers who were traditionally certified in secondary math did not
make statistically significant gains in math when compared to students taught by other
teachers (Neild et al.).
The National Center for Education Evaluation and Regional Assistance (NCEE)
and the U.S. Department of Education (2009) found no significant difference when they
conducted a study on student achievement of alternatively prepared and traditionally
prepared teachers. The researchers used pairs of novice (less than three years’
experience) alternatively prepared teachers and traditionally prepared teachers who were
in the same schools and teaching the same grade level between kindergarten and fifth
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grade. Researchers randomly assigned students to classrooms of alternatively prepared
teachers and traditionally prepared teachers and an analysis of student demographics and
pre-test scores showed there were no preexisting learning disabilities in the students of
alternatively prepared teachers and traditionally prepared teachers. Using the California
Achievement Test, 5th Edition (CAT-5), the researcher compared student achievement of
traditionally prepared teachers and alternatively prepared teachers found that in both
reading and mathematics there was no significant difference in student achievement of
alternatively prepared teachers and traditionally prepared teachers. This study also
categorized alternative prepared programs based on the amount of coursework required
for completion of the program. They used two levels: low-coursework (274 or fewer
hours of instruction) and high coursework (308 or more hours of instruction). Results
indicated that the amount of coursework required for the teachers did not impact student
achievement (Constantine et. al, 2009).
The study done by Kane, Rockoff, and Staiger (2007) was the only study that
used panel data to estimate the effect of teacher quality on student achievement. The
authors used six years of data to estimate the effect of teacher quality on student
achievement. They connected New York public schools to math students’ test scores in
grades 4-8 to students’ reading and math teachers. The panel data allowed authors to
control for prior-year test scores and therefore compared the value-added for teachers’
experience for each year. This study estimated the impact of certified, noncertified, and
alternatively prepared teachers.
The results showed that different levels of teacher certification had at best
minimal impact on student achievement. In math, students with alternatively prepared
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teachers performed at the same level as students with traditionally prepared teachers; in
reading, they performed slightly lower. The researcher explored in depth a particular
subgroup of alternatively certified teachers—Teach for America corps members. The
researcher found that students taught by Teach for America teachers performed better in
math than students taught by traditionally prepared teachers, but researchers found no
difference in reading (Kane et al.).
Robinson (2009) examined the effect of teacher preparation type of student
achievement in math. Robinson looked at 64 school districts in the State of Louisiana in
2004. The teacher quality variable was the percentage of teacher certifications held in
each state, specifically traditional, alternative, emergency, and Out-of-Field Authority to
Teach (OFAT) certification. The student achievement variable was the average school
district score on the tenth grade math Graduate Exit Exam.
Robinson’s results were inclusive. The researcher found that most preparation
types had a positive effect on student achievement. There was a moderately positive and
statistically significant correlation between traditional preparation and math achievement
and a weak positive correlation between alternatively prepared and math achievement.
The researcher also found that emergency certified teachers and OFAT certified teachers
had a positive impact on student achievement (Robinson).
According to Winters (2008) a study conducted by the Mathematica and Urban
Institute examined teachers in the Teach for America program. It was determined that the
Teach for America teachers are better at increasing student scores than graduates of
traditional teachers’ colleges. Winters stated that it remains to be seen whether expansion
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of alternative preparation programs beyond a small group of elite schools will find
numbers this promising, but this success is impressive.
Boyd et al. (2006) compared English and mathematics test score gains of New
York City elementary and middle school students of traditionally prepared teachers with
those of alternatively prepared teachers and the results were that teachers who had three
or more years’ of experience had better results. The researchers divided teachers into six
categories. Two of the categories were traditionally prepared and the other four were
alternatively prepared teachers or non-certified teachers. In view of the fact that
alternatively prepared teachers taught classes with higher proportions of students that
were minorities and students with low socioeconomic statuses, the researchers used a
model that controlled for student demographics and school demographics to account for
the difference in the groups of students. The researchers examined gains in students’ test
scores over grades three through five and grades six through eight; after one year of
teaching, gains in students’ mathematics scores of three of the four types of alternatively
prepared teachers were slightly lower than gain in students’ scores of traditionally
teachers. One group of alternatively prepared teachers, Teach for America (TFA)
teachers, had levels of student achievement similar to the group of traditionally prepared
teachers. However, the differences between the three types of alternatively prepared
teachers’ and traditionally prepared teachers’ students’ achievement did not exist after
two years of teaching. The findings also revealed that gains in student achievement with
regards to teacher experience were not significant after the teacher’s third year of
teaching. Boyd et al. concluded that there were moderately small differences in student
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success when considering the teacher certification, especially after the teachers’ first year
of experience.
At the same time as Boyd et al. (2006) focused on gains in students’ test scores
over multiple years, Darling-Hammond, Holtzman, Gatlin and Heilig (2005) did the same
for students in grades three through five. This study was also conducted using
standardized tests: The Texas Assessment of Academic Skills (TAAS), the Stanford
Achievement Test (SAT-9), and the Aprenda, a test taken by Spanish-speaking students.
The researchers controlled for teaching experience and compared teachers who held a
standard teaching certificate with those who did not, including alternatively prepared
teachers. In doing so, the researchers found that students of teachers without standard
certificates, including alternatively certified teachers, had lower gains on test scores than
students of teachers with standard certificates. On the other hand, alternatively prepared
teachers had positive effects on their students’ success on the reading portion of Aprenda.
Darling-Hammond et al. (2005) suggested that the alternative preparation programs
attracted many Latino/Latina teachers who may be better able to support students taking
the test. Because the Darling-Hammond’s et al. study found that alternatively prepared
teachers had a positive effect on students’ performance on portions of the Aprenda, the
study also analyzed student achievement of minority students taught by alternatively
prepared teachers in secondary schools to see if they were more successful than
traditionally prepared teachers’ minority students.
Kane, Rockoff and Staiger (2007) assessed the effectiveness of non-certified and
alternatively prepared teachers as compared to traditionally prepared teachers. To
conduct this study, the researchers used fourth through eighth grade teachers in New
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York City, and obtained data sets from the New York City Department of Education
related to both teachers and the students they taught. The data set included students’ test
scores and demographic information, and teachers’ certification status and years of
experience. The teachers’ certification status was classified as one of the four categories:
(a) regular certified, (b) regular non-certified (which included alternatively prepared), (c)
Teaching Fellows, and (d) Teach for America. The researchers found no difference in
student success in mathematics between Teaching Fellows and traditionally certified
teachers and between non-certified and traditionally certified teachers. However, Teach
for America teachers’ students outperformed traditionally certified teachers’ students in
mathematics. When examining teacher experience, they found that first year TFA
teachers, Teaching Fellows, and noncertified teachers’ students did not perform as well in
mathematics as the students of first year traditionally certified teachers’. However, after
three years of experience, the non-traditionally certified teachers outperform the
traditionally certified teachers. Based on these finding, the researchers concluded that
teachers who were classified as highly-qualified by No Child Left Behind (2002) were
not necessarily more effective than those who were not classified in that way (Kane,
Rockoff, & Staiger, 2007). According to Garland (2006), this research appears to
validate the position for loosening the entry-level teaching preparation and certification
requirements because intrinsically some teachers are better than others at helping students
learn regardless of preparation and certification. This reinforces the concept that teaching
experience is more influential on teacher quality regardless of whether someone has been
prepared in the traditional way or by an alternative teacher certification, “you can’t just
plop them into a school system and see if they sink or swim” (Garland, p. 15).
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Garland (2006) found that teacher experience superceded teacher preparation type
which appears to challenge the requirements under the No Child Left Behind Act of
2001, which required every classroom to have a highly qualified teacher. Many believe
that instead of focusing on this intent, school districts should put more emphasis on
identifying ineffective teachers after the teachers have been hired and have more than one
year of experience in the classroom (Garland). Haskin and Loeb (2007) state that school
districts should not only require teachers to meet initial certification requirements, but
they should also establish a rigorous set of procedures and requirements that new teachers
must satisfy within their first three years of teaching in order to receive a salary increase.
Kane et al. (2007) asserted that the most significant key teacher attribute that had the
most positive impact on student learning was teaching experience. Results revealed that
student improvements increase significantly during teachers’ first three years while little
experience related to student improvement after three years of experience. This raises the
question whether staffing classrooms with uncertified and alternatively certified teachers
ultimately puts students at a disadvantage academically (Kane et al.).
Differentiated Instruction. According to Allison Nazzal (2011), differentiated
instruction has received great attention from educators in the past years on its effect in the
middle school setting and the effects on teaching. Immense amounts of resources have
been committed to improving classroom skills for teachers to differentiate instruction.
Nevertheless, very little research has been conducted to investigate how well those
trained to differentiate instruction actually are implementing that training. A study was
conducted on two first year teachers in the 2008-2009 school year. It was assumed that
since the teachers had demonstrated mastery of differentiation in their coursework they
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were most likely to implement differentiation in their classrooms. One teacher taught
middle school math and the other teacher taught middle school social studies. The
findings were that they both differentiated instruction to some extent, but both struggled
to implement the differentiation strategies that would assist them with a collaborative
setting in the classroom. The purpose of this particular study was to assist teacher
preparation programs in how they train teachers. The recommendations that they would
like to see is that teacher programs use real world examples of how to implement
differentiation, mentor teachers for field experiences that include those teachers who can
model differentiation, and explain to new teachers that implantation of differentiation can
take place during the first year of teaching (Nazzal).
In summary, the literature provides examples of several studies that have assessed
teacher preparation and its relationship to student achievement. The results are mixed
with regards to subject area achievement and the type of preparation experienced by a
teacher. According to the studies reported, there is no significant difference in student
achievement between math students of traditionally prepared teachers and alternatively
prepared teachers. Even though teaching experience has an impact on student
achievement with regards to traditionally prepared and alternatively prepared teachers,
effects upon achievement are not significant after three years.
Perceptions of Alternatively Prepared Teachers Versus Traditionally Prepared Teachers
Individuals enrolling in an alternative teacher program often bring with them
mixed images and beliefs about the roles they see themselves fulfilling in the teaching
profession (Hattingh & DeKock, 2008). Perception is defined as how one views the
world (Whaley & Samter, 2006). Schempp and Johnson (2006) state that both teachers
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who are effective and teachers who are ineffective have different views about the
classroom. The differences lie in the fact that the effective teachers develop a perception
skill required to observe a learning environment and are able to discern critical
indications that provide insight for informed and intuitive decisions. While ineffective
teachers perceive the same indications, they fail to realize the relevance of these
indications for teaching and learning (Schempp & Johnson). Some believe that
ineffective teachers will develop the required perceptual skills to become effective
teachers through classroom experience, which is one of the most important attributes of
an effective teacher (Schempp & Johnson).
According to Schemp and Johnson (2006) there are four perceptions that are vital
for effective teachers. First, effective teachers should focus on events relevant to student
performance and learning. Second, effective teachers should make inference from
observations. Third, effective teachers should pay close attention to atypical occurrences.
Finally, effective teachers should observe the classroom atmosphere with a critical eye
(Schempp & Johnson).
According to Combs et al., (1969) perception reflects emotions, needs,
expectations, and learning. The health composition and vitality of the physiological
senses are a significant contributor to the holistic perception process. They believed that
perceptions exist on a continuum and they are sorted into five categories. The five
categories are (a) perceptions about self, (b) perceptions about other people, (c)
perceptions about subject field, (d) perceptions about the purpose of education and
process of education and (e) general frame of reference perceptions.
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Alternatively prepared teachers who exhibit a high sense of self-efficacy usually
have a tendency to score higher on perception-based survey than alternatively prepared
teachers who lack self-efficacy (Singh & Stoloff, 2008). Teachers who perceive that the
teaching profession has dignity and integrity would behave in ways that are professional
as opposed to apologetic and aggressive ways in which teachers who lack such a belief
would present themselves (Singh & Stoloff). Comb, Blume, Newmane & Wess (1969)
stated teachers need to view other teachers, administrators, and peers as supports
rather than as threats to them personally. Wascisko (2002) stated that usually perceptions
focused on teacher’s knowledge of subject matter only. According to Singh & Stoloff
(2008) dispositions in this area of content mandate that the teachers be enthusiastic about
their subject field that they engage in research based instructional strategies, that they
continue to look for growing opportunities in their field, and that they stay abreast on
current issues regarding teaching and education policies. Teachers make real-world
connections with the subject matter so that the students will understand the material that
is being taught. Perceptions about the purpose of education and the process of education
imply that teachers believe that all students can and will learn. They also mandate that
teachers define education as a means of nurturing and supporting individuals so they can
reach their maximum potential (Singh & Stoloff).
In summary, according to Darling-Hammond, Chung & Frelow (2002) perception
is a integral characteristic to determine how effective alternative preparations programs
prepare teachers for success in the classroom because the expectation is for participants
to formulate responses based on interpretation of experiences, interactions, and
circumstances surrounding attending and completing an alternative preparation program.
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Teacher perceptions depend on both individual differences and contextual differences
(Darling-Hammond, Chung & Frelow).
Summary
Chapter II included a review of the literature that addressed both theoretical
foundations and extant research related to types of teacher preparation and their
relationships with student achievement. The chapter further addressed perspectives of
traditionally and alternatively prepared teachers regarding selected dimensions of
teaching. The theoretical framework review provided information on the theorists whose
perspectives informed the rationale and primary research objectives of this study. The
literature review also provided information on traditional preparation programs and
alternative preparation programs and how they must meet the mandates of NCLB
regarding the standards for highly qualified teachers. Teachers’ perceptions of how they
were prepared and the relationship of preparation type to student achievement were
addressed in Chapter II.
In addition, Chapter II synthesized many studies; however, there is limited
research on alternatively prepared teachers and traditionally prepared teachers’ effect on
student achievement, as further impacted by gender and by ethnicity. The results in the
above-mentioned studies varied. Some researchers reported that alternatively prepared
teachers were as effective as traditionally prepared teachers, while other researchers had
different views. This study addressed the effectiveness of middle school math teachers
who are traditionally prepared and those who are alternatively prepared with regards to
student achievement, and will contribute to the literature foundations in this area of
inquiry.

54

CHAPTER III
METHODOLOGY
Introduction
Chapter III focuses on the methods that were used in the completion of this
mixed-method study on teacher preparation and student achievement. The study
investigated the differences between teacher preparation (alternative and traditional) and
how it relates to student achievement. The researcher also sought feedback regarding
perceptions on dimensions of teaching from selected alternatively prepared and
traditionally prepared math teachers. Chapter III includes a description of the
participants in the study, a review of the data collection process, and a description of the
survey instrument (Appendix A) and interview instrument (Appendix B).
Research Questions and Hypotheses
Since there is a debate over the effectiveness of alternatively prepared teachers
and traditionally prepared teachers with regards to student achievement, the following
research questions were addressed in this study.
1. Is there a difference in student achievement in grades 6-8 on the Mississippi
Curriculum Test 2nd Edition (MCT2) Mathematics Assessments when students
are taught by traditionally prepared math teachers and alternatively prepared
math teachers?
2. Is there a difference between traditionally prepared teachers and alternatively
prepared teachers with regards to years of experience and student achievement
on the MCT2 Mathematics Assessments?
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3. Are there differences among student ethnicity, gender, and socio-economic
status on MCT2 mathematics assessments scores of students taught by
alternatively prepared teachers and traditionally prepared teachers?
4. Are the perspectives of traditionally prepared teachers regarding dimensions
of teaching different from those of alternatively prepared teachers?
Because the research literature that addresses type of preparation and teacher
effectiveness has produced varied results, stating hypotheses as directional predictions
seem inappropriate. The hypotheses for the research questions are therefore stated as null
hypotheses and are stated as follows:
1.

There is not a significant difference in student achievement in grades 6-8 on
Mississippi Curriculum Test 2nd Edition (MCT2) Mathematics Assessments
when students are taught by traditionally prepared math teachers and
alternatively prepared math teachers.

2. There is not a significant difference between teachers’ years of experience and
student achievement on the MCT2 Mathematics Assessment.
3. There are not significant differences among student ethnicity, gender, and
socio-economic status on MCT2 mathematics assessments scores of students
taught by traditionally prepared teachers and alternatively prepared teachers.
Participants in the Study
The convenience sample consisted of approximately 92 middle school math
teachers who taught at middle schools in districts located in Mississippi. Participants in
the study were from the eighteen middle schools in these districts. Informed consent was
obtained from all participants. Teachers received a letter (Appendix D) explaining the

56

purpose of the study and seeking their consent to participate. The letter had a place for
the teacher to sign indicating his/her willingness to participate in the study and his/her
understanding of his/her rights as a participant in the study. The statement also explained
that the survey was voluntary and that the participants could discontinue at any time
without penalty. Six middle school math teachers were used for the qualitative part of
the study: three alternatively prepared teachers and three traditionally prepared teachers.
Surveys were collected by the researcher and placed in a yellow envelope and kept in a
secure location.
Research Design and Procedures
The study involved a mixed methodology via survey instrument (Appendix A)
that included quantitative items and an interview instrument (Appendix B) that included
qualitative questions that were posed to a subset of the sample population of teachers.
The quantitative questionnaire, which was distributed to middle school math teachers,
was worded in a non-threatening manner and only asked questions concerning their
name, their years of experience, their grade level of teaching, and how they were
prepared prior to receiving their Bachelors degree. The interview questions were edited
from feedback provided by the respondents as outlined in the section on instrumentation.
Letters from school district superintendents (Appendix C) allowing consent for
the research were obtained. The survey was expected to take less than 10 minutes to
complete. Interviewing of the participating respondents took approximately 30 minutes
per participant. Upon receiving consent from the Internal Review Board of the
University of Southern Mississippi (Appendix E), the research was completed by
December 2011.
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Data Sources and Instrumentation
Archival Student Achievement Data
The archival data used to provide student achievement information in this study
were obtained from the sixth-eighth grade mathematics portions of the Mississippi
Curriculum Test Second Edition (MCT2), a performance-based test which is given to
students in grades 3 through 8 in the areas of reading, language, and mathematics. This
test was revised in February of 2006 to align the objectives with the state curriculum.
The tests determine whether students are performing at minimal, basic, proficient, or
advanced levels. A description of the proficiency levels follows:
Advanced (scale score ranges of 164 and above): A student excelled beyond what
is required for success in the next grade.
Proficient (scale score ranges of 150-163): A student mastered the content and
skill required for success in the next grade.
Basic (scale score ranges of 142-149): A student performed partial mastery of
content and skill for the next grade; student may require some remediation.
Minimal (scale score ranges of 141 and below): A student performed below basic
and did not master the content or skills required for success in the next grade. These
students require more instruction and additional remediation time.
The MCT2 mathematics assessment is divided into five reporting categories of
student achievement to include: Numbers and Operation, Algebra, Geometry
Measurement, Data Analysis and Probability. The reliability of the mathematics portion
of the Mississippi Curriculum Test (MCT2) was determined by those responsible for the
reconstruction of the assessment in 2006. The reliability measure for the mathematics
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portion ranged from .87 to .91. With regards to the content validity of the MCT2
assessment, both in content and format the MCT2 has been aligned with the Mississippi
Curriculum Frameworks; thus, one can deem proper validity of the assessment for the
purposes of this study.
The researcher used MCT2 mathematic scores of middle school students in
Mississippi to measure student achievement when students are taught by traditionally
prepared teachers and alternatively prepared teachers. To obtain the necessary data to
conduct the study, MCT2 scores, including the gender, ethnicity, and teacher of each
student was acquired from the MCT2 summary sheet that is sent from the state
department to each school district. This information was obtained from a designated
person in each of the participating school districts.
Description of the Teacher’s Questionnaire
The six-item Teacher Questionnaire was a self-designed questionnaire (Appendix
A). The survey addressed the questions concerning years of experience, grade level, and
how the teachers were prepared prior to receiving their Bachelors degree. The survey
instrument is appropriate to use to gather data and analyze data and analyze the results to
obtain an accurate description of an existing status and to draw generalizations that could
advance knowledge (Van Dalen, 1973). The qualitative interview instrument (Appendix
B) consisted of 10 questions that seek in-depth responses from three traditionally
prepared teachers and three alternatively prepared teachers that focused on the
perceptions regarding the dimensions of teaching.
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Variables in the Study
The variables in this study included perceptions of alternatively prepared teachers
and traditionally prepared teachers regarding dimensions of teaching, grade level, years
of experience, and student scale scores on the Mississippi Curriculum Test 2nd Edition
(MCT2) Mathematics Assessment. The independent variable for these analyses was the
status of teachers as either alternatively prepared or traditionally prepared.
Data Collection Process
Upon approval from the Internal Review Board and after obtaining permission
from superintendents to agree to participate, the researcher explained the purpose of the
research during a faculty meeting or a time specified by the principal. The researcher
first obtained the participants’ consent and gave them directions on how to complete the
survey. The demographics of the survey, which was the first page, addressed personal
information including the name of the teacher, the name of the school, years of
experience, grade level taught, degree held, and preparation type for each math teacher.
The second page, which consisted of the six-item survey, asked questions pertaining to
name, years of experience, grade level taught, and how they received their preparation
when receiving their Bachelors degree. The procedures did not take longer than ten
minutes and in a place designated by the principal. The researcher collected the
completed forms as participants finished. The researcher placed the forms in an envelope
and placed the envelope in a box that was kept locked in a safe location at the
researcher’s home.
Once the surveys were completed, the researcher interviewed six math teachers
(three alternatively prepared and three traditionally prepared). Based on the teachers
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agreeing to and signing the consent form, an interview was arranged. The interview was
recorded. All information remained confidential and was not shared with any district or
university employee except as summary information. Once surveys and interviews were
completed, the data were analyzed and research conclusions were formulated.
Information will be made available via written report to participants upon request. At the
end of one year, participants’ information will be shredded.
Analysis of Data
A mixed-model design was utilized in this study. Data analysis was conducted
using descriptive, differential, and correctional statistical process. The study utilized
frequency distributions, descriptive statistics, and analysis using a Krusal-Wallis test to
examine the data. The Krusal-Wallis test measured the single dependent (student
achievement) and independent variables (years of experience, and preparation type). A
sample t-test was used to analyze the data. Using information from the surveys, the
researcher matched the students’ math scores to their traditionally prepared or
alternatively prepared math teacher. Groups were coded and categorized by grade level,
school, years of experience, and preparation type. SPSS version 18.0 was used to analyze
the data. Frequency, percentage, and other descriptive analyses were used to report the
data.
Results from the interview questions soliciting math teacher feedback on
perspectives regarding selected dimensions of teaching were analyzed using qualitative
coding and reporting methodologies. The researcher used a thematic code development
method to analyze the transcribed data from the tape recordings of the interview (Johnson
& Christensen, 2008).
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Summary
There are persistent debates about alternatively prepared teachers and traditionally
prepared teachers and the classroom effectiveness of teachers from each of these
preparation routes. The results from the data can provide information for evaluating
alternative preparation programs and whether teachers who have completed such
programs are as effective as traditionally prepared teachers.
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CHAPTER IV
RESULTS OF THE STUDY
The purpose of this study was to examine the achievement of middle school
students in grades 6-8 who were taught by traditionally prepared math teachers and
alternatively prepared math teachers; students’ test scores on the Mississippi Curriculum
Test Second Edition (MCT2) were used as the measure of student achievement. In
addition, this study examined the perspectives of traditionally prepared teachers and
alternatively prepared teachers regarding the dimensions of teaching. Six school districts
in Mississippi participated in the study. This chapter contains demographic data on the
participants in the study, and describes the findings relative to the research questions and
hypotheses. The chapter concludes with the qualitative phase results.
Description of Respondents
Six out of nine school district superintendents who were contacted granted
permission to conduct the research study. One superintendent declined the invitation to
have the district participate in the study, and the other two superintendents did not
respond to the consent letters or telephone calls. Of the 118 middle school math teachers
in the six participating school districts, 92 (78%) agreed to participate. The study
included a sample of convenience which consisted of 51 alternatively prepared and 41
traditionally prepared middle school math teachers. Upon IRB approval and after
obtaining permission from each district superintendent to conduct the study, the
researcher identified a contact person for each district and followed the instructions of
the contact person as to how all necessary information would be obtained. Individual
district and school policies, and efforts to protect teacher schedules and instructional
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time, dictated how information was obtained. District contact persons chose to have the
investigator hand-deliver surveys and collect the data.
It was also necessary to utilize Mississippi State Department of Education district
and school test data, which were obtained via the web. In addition to having teachers
complete demographic surveys, the researcher also interviewed six teachers. Three were
alternatively prepared and three were traditionally prepared. The teachers were contacted
personally and provided with a letter detailing the purpose of the study, explaining the
procedures that would be followed, and ensuring confidentiality and masked identity in
reporting the data. They were also provided the option of declining the interview request.
All teachers contacted agreed to participate in the interview process.
Descriptive Data
Descriptive statistics and frequencies for the data collected during this study are
presented in the Tables 1-2. Each table contains the frequency and percentage for the
participants who were alternatively prepared or traditionally prepared middle school math
teachers. The years of experience, grade level, and education level were also included in
the study. The responses that were given for question number 4, question number 5 and
question number 6 on the demographic survey by the teachers were used to determine if
the teachers were alternatively prepared or traditionally prepared. If teachers responded
that they did not experience student teaching or a practicum while obtaining their degree,
then they were considered to be alternatively prepared. If the teachers responded that
they did experience student teaching or a practicum while obtaining their degree, then
they were considered to be traditionally prepared.
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Table 1
Alternatively Prepared Teachers’ Demographic Frequencies and Percentages (N=51)
______________________________________________________________________
Variable
Frequency
Percent
______________________________________________________________________
Grade Level
6
7
8

15
14
22

29.4
27.5
43.1

18
32
1

35.3
62.7
2.0

Education Level
Bachelors
Masters
Doctorate
Years of Experience
0 to 3 Years
3
5.9
3 to 5 Years
12
23.5
6-10 Years
15
29.4
Over 10 Years
21
41.2
______________________________________________________________________
Table 2
Traditionally Prepared Teachers Demographic Frequencies and Percentages
_______________________________________________________________________
Variable
Frequency
Percent
_______________________________________________________________________
Grade Level
6
21
51.2
7
13
31.7
8
7
17.1
_______________________________________________________________________
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Table 2 (continued).
________________________________________________________________________
Variable
Frequency
Percent
________________________________________________________________________
Education Level
Bachelors
Masters

27
14

65.9
34.1

Years of Experience
0 to 3 Years
6
14.6
3 to 5 Years
8
19.5
6 to 10 Years
15
36.6
Over 10 Years
12
29.3
________________________________________________________________________
Tables 3-9 profile the descriptive statistics and frequencies of the students who
were taught by the two categories of teachers. Data included gender, ethnicity, socioeconomic status and test scores of students (minimum, basic, proficient, and advanced)
who were taught by alternatively prepared and traditionally prepared teachers.
Table 3
Proportions of Students Taught by Status of Teacher Preparation
________________________________________________________________________
Preparation
Frequency
Percent
________________________________________________________________________
Alternative

4291

60.4

Traditional

2813

39

Missing
Total

1

0

7105

100

________________________________________________________________________
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Table 4
The Status of Teacher Years of Experience for Students in the Study
_______________________________________________________________________
Number of
Frequency
Percent
Years
_______________________________________________________________________
0-3

699

9.8

3-5

1544

21.7

6-10

2010

28.3

Over 10

2852

40.1

Total
7105
100
_______________________________________________________________________
Table 5
Grade Level of Students
_______________________________________________________________________
Grade Level
Frequency
Percent
_______________________________________________________________________
6

2292

32.3

7

2396

33.7

8

2417

34.0

Total
7105
100
_______________________________________________________________________
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Table 6
Gender of Students
____________________________________________________________________
Gender
Frequency
Percent
____________________________________________________________________
Male

3638

51.2

Female

3467

48.8

Total
7105
100
____________________________________________________________________
Table 7
Ethnicity of Students
____________________________________________________________________
Ethnicity
Frequency
Percent
____________________________________________________________________
Caucasian

3671

51.7

African-American

2816

39.6

618

8.7

Other

Total
7105
100
____________________________________________________________________
Table 8
Socioeconomic Status of Students
____________________________________________________________________
Frequency
Percent
____________________________________________________________________
Free

4156

58.5

____________________________________________________________________
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Table 8 (continued).
____________________________________________________________________
Pay

2949

41.5

Total
7105
100
_____________________________________________________________________
Table 9
Test Scores
______________________________________________________________________
Test Scores
Frequency
Percent
______________________________________________________________________
Minimal

797

11.2

Basic

1421

20

Proficient

3468

48.8

Advanced

1418

20

Missing

1

0

Total
7105
100
_____________________________________________________________________
Table 3 profiles the students taught by teachers who were alternatively prepared
and traditionally prepared. This table shows that 4,291 (60.4%) students were taught by
alternatively prepared teachers and 2,813 (39.6%) students were taught by traditionally
prepared teachers. Table 4 displays students taught by alternatively prepared or
traditionally prepared according to the teachers’ years of experience. The largest portion
of students (2,852 or 40.1%) was taught by teachers who had over 10 years of teaching
experience. Table 5 illustrates the grade levels for the students. The largest group was
eighth grade students with 34%, followed by seventh grade with 33.7% and sixth grade
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with 32.3%. Table 6 displays the gender of the students: 51.2% were males and 48.8%
were females. Table 7 displays the ethnicity of the students with the majority (51.7%)
comprised of Caucasian students, followed African-American students (39.6%) and
students of another ethnicity (8.7%). Table 8 displays the socioeconomic status of
students and indicates that 58.5% received free/reduced price lunches and 41.5% paid for
their lunches. Table 9 displays the MCT2 math scores of students: 48.8% of the students
scoring at the proficient levels, followed by 20% at the advanced levels and 20% at the
basic levels, and 11.2% at the minimal level.
The participants for the qualitative phase of the research study consisted of six
middle school math teachers who agreed to participate in the interview. The teachers
were selected based on teacher preparation and grade level. The teachers who
participated in the interviews included one alternatively prepared math teacher from each
grade level and one traditionally prepared math teacher from each grade level. Data on
experience and highest degree earned were provided. Table 10 profiles these data.
Table 10
Interview Participants (N=6)
____________________________________________________________________
Teacher
Grade Level
Preparation
Experience
Degree
Participant
____________________________________________________________________
Teacher 1

6

Alternative

6-10 Years

Masters

Teacher 2

6

Traditional

6-10 Years

Masters

Teacher 3

7

Alternative

6-10 Years

Masters

Teacher 4

7

Traditional

Less than 5 years

Bachelors

_____________________________________________________________________

70

Table 10 (continued).
____________________________________________________________________
Teacher 5

8

Alternative

6-10 Years

Doctorate

Teacher 6

8

Traditional

6-10 Years

Bachelors

_______________________________________________________________________
Analysis of Data
Each hypothesis was tested using the Statistical Package for the Social Sciences
(SPSS), version 17.0 for Windows. The level of significance for testing the hypotheses
was established at .05.
The first research question read as follows: Is there a difference in student
achievement in grades 6-8 on the Mississippi Curriculum Test 2nd Edition (MCT2)
Mathematics Assessments when students are taught by alternatively prepared math
teachers and traditionally prepared math teachers?
There was a null hypothesis for this research question:
H01: There is not a difference in student achievement in grades 6-8 on the
Mississippi Curriculum Test 2nd Edition (MCT2) Mathematics Assessments when
students are taught by alternatively prepared math teachers and traditionally prepared
math teachers.
Table 11 displays the results of the testing of null hypothesis. Based upon results
of the Kruskal-Wallis Test, no statistically significant difference was determined for
student achievement on the MCT2 mathematics assessment in grades 6-8 when students
were taught by alternatively prepared math teachers and traditionally prepared math
teachers (x2(N=7103, df =1)= .003, p=.956).
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Table 11
Middle School Math Teachers and Student Achievement
________________________________________________________________________
Preparation
N
Mean Rank
________________________________________________________________________
Alternative

4290

3550.99

Traditional

2813

3553.54

Total
7103
________________________________________________________________________
The findings indicated that no significant difference existed in student
achievement MCT2 math scores for teachers who were alternatively prepared or
traditionally prepared. This indicated that there was not a significant difference between
the scores of students of math teachers who are alternatively prepared and those of
students of math teachers who are traditionally prepared. Thus, the null hypothesis was
accepted.
For analysis of differences in performance associated with teacher preparation by
grade level, a Kruskal-Wallis Test was used. These results are profiled in Table 12, 13,
and 14.
Table 12
Sixth Grade Teacher Preparation
________________________________________________________________________
Preparation
N
Mean Rank
________________________________________________________________________
Alternative

1246

1038.44

________________________________________________________________________
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Table 12 (continued).
______________________________________________________________________
Traditional

1046

1274.25

Total
2291
________________________________________________________________________

The analysis of math achievement by grade level indicated that there was a
significant difference in the performance of 6th grade students taught by alternatively
prepared math teachers and those taught by traditionally prepared math teachers
(x2(N=2291, df =1) =84.748, p=.001). Traditionally prepared math teachers had higher
student achievement, as evidenced by math scores, than alternatively prepared teachers of
students in the 6th grade.
Table 13
Seventh Grade Teacher Preparation
________________________________________________________________________
Preparation
N
Mean Rank
________________________________________________________________________
Alternative

1203

1293.03

Traditional

1192

1102.09

Total
2395
_____________________________________________________________________________

The analysis of math achievement by grade level indicated that there was a
significant difference in the performance of seventh grade students taught by alternatively
prepared math teachers and those taught by traditionally prepared math teachers
(x2(N=2395, df =1)=53.947, p=.001). Traditionally prepared math teachers had lower
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student achievement, as evidenced by math scores, than alternatively prepared teachers of
students in the seventh grade.
Table 14
Eighth Grade Teacher Preparation
________________________________________________________________________
Preparation
N
Mean Rank
________________________________________________________________________
Alternative

1841

1213.35

Traditional

576

1195.11

Total
2417
_________________________________________________________________

The analysis of math achievement by grade level indicated that there was not a
significant difference in the performance of eighth grade students taught by alternatively
prepared math teachers and those taught by traditionally prepared math teachers
(x2(N=2417, df =1) =.336, p=.562). The math scores of eighth grade students did not
differ depending upon teacher preparation status.
The second research question reads as follows: Is there a difference between
traditionally prepared teachers and alternatively prepared teachers with regards to years
of experience and student achievement on the MCT2 Mathematics Assessments?
There was a null hypothesis for this research question:
H02: There is not a significant difference between teachers’ years of experience
and student achievement on the MCT2 Mathematics Assessment.
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Table 15 displays the results of the testing of the null hypothesis. Based upon
results of the Kruskal-Wallis Test, a significant difference was found without regards to
preparation including years of experience and student achievement on the MCT2
mathematics assessments.
Table 15
Teacher Years of Experience According to Students
________________________________________________________________________
Years
N
Mean Rank
________________________________________________________________________
0-3

699

3679.77

3-5

1543

3241.04

6-10

2009

3638.78

Over 10

2852

3627.79

Total
7103
________________________________________________________________________
The findings indicated, however, that there was a significant difference that
existed in years of experience when teacher preparation was not a factor (x 2(N=7103, df
=3) =52.739, p<.001). Teachers who had between 0-3 years, 6-10 years, and over ten
years of teaching experience had better MCT2 math scores than teachers who had 3-5
years of teaching experience.
The third research question reads as follows: Are there differences among student
ethnicity, gender, and socio-economic status on MCT2 mathematics assessments scores
of students taught by traditionally prepared and alternatively prepared teachers?
There was a null hypothesis for this research question.
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H03: There are not differences among student ethnicity, gender, and
socioeconomic status on MCT2 mathematics assessment scores of students taught
by traditionally prepared and alternatively prepared math teachers.
Table 16 displays the results of the null hypothesis of alternatively prepared math
teachers. Based on the results of the Kruskal-Wallis Test, a significant difference was
found with regards to ethnicity on student achievement on the MCT2 mathematics
assessment. Students of the various ethnicities in the schools appeared to be distributed
evenly between alternatively prepared teachers and traditionally prepared teachers.
Caucasian students did better on the MCT2 mathematics assessments than AfricanAmerican students and students of other ethnicities.
Table 16
Ethnicity of Students Taught by Alternatively Prepared Teachers
________________________________________________________________________
Ethnicity
N
Mean Rank
________________________________________________________________________
Caucasian

2263

2326.22

African-American

1677

1894.94

350

2177.54

Other

Total
4290
________________________________________________________________________
The findings indicated, however, that there was a significant difference in MCT2
mathematics scores with regards to ethnicity (x2 (N=4290, df=2) =132.930, p=.001)
when students are taught by alternatively prepared teachers. Caucasian students did
better on the MCT2 mathematics assessments than African-American students and
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students of other ethnicities when they were taught by alternatively prepared math
teachers.
Table 17 profiles the results of student achievement according to ethnicity when
students are taught by traditionally prepared teachers. The results indicate that there was
a significant difference in mathematics assessment scores with regards to ethnicity
(x2(N=2813,df=2)=32.655, p=.001) when students are taught by traditionally prepared
teachers. Table 17 will display the results. Caucasian students did better on the MCT2
mathematics assessments than African-American students and other ethnicities when they
were taught by traditionally prepared math teachers.
Table 17
Ethnicity of Students Taught by Traditionally Prepared Teachers
________________________________________________________________________
Ethnicity
N
Mean Rank
________________________________________________________________________
Caucasian

1406

1484.88

African-American

1139

1315.90

268

1385.63

Other

Total
2813
________________________________________________________________________
With regards to gender, there was not a significant difference in MCT2
mathematic assessment scores when students were taught by alternatively prepared
teachers (x2(N=4290, df =1) =.325, p=.569). Gender was not a factor for student
achievement on the MCT2 mathematics assessment when students were taught by
alternatively prepared teachers. Table 18 displays the results. There was not a significant
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difference between the scores of males and females on the MCT2 mathematics
assessment when they were taught by alternatively prepared math teachers.
Table 18
Gender of Students Taught by Alternatively Prepared Teachers
________________________________________________________________________
Gender
N
Mean Rank
________________________________________________________________________
Male

2202

2135.65

Female

2088

2155.89

Total

4290

________________________________________________________________________

Table 19 displays the results the gender of students taught by traditionally
prepared teachers. Based on the Kruskal-Wallis test, there was not a significant
difference in MCT2 mathematics assessment scores with regards to student gender when
students are taught by traditionally prepared teachers (x2(N=2813, df=1)=1.475, p=.225).
Gender was not a factor for student achievement on MCT2 mathematics assessment when
students were taught by traditionally prepared teachers. There was not a significant
difference between the scores of males and females on the MCT2 mathematics
assessment when they were taught by traditionally prepared math teachers. Table 19
displays the results.
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Table 19
Gender of Students Taught by Traditionally Prepared Teachers
________________________________________________________________
Gender
N
Rank
________________________________________________________________
Male

2202

2135.65

Female

2088

2155.89

Total
4290
________________________________________________________________
Table 20 displays the results of the socio-economic status of students who were
taught by alternatively prepared teachers. Based on the Kruskal-Wallis test, there is a
significant difference in student achievement on the MCT2 mathematics assessment with
regards to socio- economic status when students are taught by alternatively prepared
teachers (x2(N=4290, df=1)=26.719,p=.001). The majority of school districts had over a
50% free/reduced lunch participation rate; students were distributed equitably between
alternatively prepared teachers and traditionally prepared teachers. Students who did not
receive free/reduced lunches scored better on the MCT2 mathematics assessments than
students who received free/reduced lunches when taught by alternatively prepared
teachers.
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Table 20
Socio-Economic Status of Students Taught by Alternatively Prepared Teachers
____________________________________________________________________
Socio-Economics
N
Mean Rank
____________________________________________________________________
Free/Reduced

2528

2068.93

Pay

1762

2255.36

Total
4290
____________________________________________________________________
Table 21 displays the results of the socio-economic status of students who were
taught by traditionally prepared teachers. Based on the Kruskal-Wallis test that was used,
there is not a significant difference in student achievement on the MCT2 mathematics
assessment with regards to socio-economic status when students are taught by
traditionally prepared teachers (x2(N=2813, df=1)=3.022, p=.082). There was not a
significant difference between the MCT2 mathematics scores of students who received
free/reduced lunches and students who did not receive free/reduced lunches when taught
by traditionally prepared math teachers.
Table 21
Socio-Economic Status of Students Taught By Traditionally Prepared Teachers
_______________________________________________________________________
Socio-Economics
N
Mean Rank
_______________________________________________________________________
Free/Reduced

1626

1386.15

Pay

1187

1435.56

____________________________________________________________________________
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Table 21 (continued).
________________________________________________________________________
Total
2813
________________________________________________________________________
Qualitative Data Analysis
The qualitative phase of the research was used to address research question #4:
The question reads as follows: Are the perspectives of traditionally prepared teachers
regarding dimensions of teaching different from those of alternatively prepared teachers?
One of the methods to gather experimental descriptions in a phenomenological
study also included interviewing (Hatch, 2002). The purpose of the interviews was to
gain a broad descriptive understanding through in-depth conversations. The researcher
sought to determine if alternatively prepared teachers and traditionally prepared teachers
had different views with regards to the dimension of teaching. Results from the interview
questions soliciting math teacher feedback on perspectives regarding the dimensions of
teaching were analyzed using qualitative coding and reporting methodologies. The
researcher used a thematic code development method to analyze the transcribed data from
the tape recording of the interview (Johnson & Christensen, 2008).
For this phase of the study, the researcher selected six middle school math
teachers who were either traditionally prepared or alternatively prepared to participate in
the study. A summary of the participant responses can be seen in Appendix E.
The first interview question asked: What are the specific skills you have
developed through your life and professional experience that help you in your teaching?
Some general themes emerged from response to this question, articulated as follows:
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being organized, flexible, and know your students. All teachers stated that in order to
teach the students’ what they need to know to be successful they must get to know their
students strengths and weaknesses. The teacher must understand and know the
personality and learning styles of each student. All teachers who participated in the study
agreed that getting to know the students was important and that using experiences that
they had in life helped them to teach their students.
The second interview question asked: How do you handle classroom discipline?
The theme that arose from all teachers was that expectations were established the first
day of school. Their general responses were typified by comments like: Whatever the
rules or procedures that I want my students to adhere to were discussed on the first day
of school and modeled throughout the year, and have an open communication with the
parents of the students. However, two of the alternatively prepared teachers stated that
classroom discipline was a struggle in the beginning because they did not have student
teaching to assist them with classroom management issues. Traditionally prepared
teachers stated they did not have issues with classroom management.
The third interview question asked: How important is it to differentiate instruction
for students? What, if any, strategies do you use to differentiate instruction? The theme
that arose was that differentiated instruction was important because all students learn
differently. The responses were typified by comments like: It is time consuming, but
needed, give students smaller assignment with same objectives, and it’s a balance system.
One traditionally prepared teacher stated that differentiated instruction was not necessary
because good teachers address all learning styles when teaching anyway. Another
traditionally prepared teacher stated that differentiated instruction was too time
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consuming and when she taught her lessons she started at a lower grade level and worked
up to the grade level that was needed. All of the alternatively prepared teachers stated
that differentiating instruction for students was very important. One alternatively
prepared teacher stated that he shortens the students’ assignments. Another alternatively
prepared teacher stated that she uses computer games based on the student’s ability level.
The other alternatively prepared teacher stated that she puts students in cooperative
groups and allows them to use computer games to enhance the areas where the students
are weak.
The fourth interview question asked: What techniques do you use to evaluate
student achievement? The responses were typified by comments like using prior MCT2
test data, exit cards, and formal and informal assessments. The general theme was that
various techniques were used to evaluate student achievement for both alternatively
prepared teachers and traditionally prepared teachers. Both alternatively prepared math
and traditionally prepared math teachers used various types of assessments to assess the
students.
The fifth interview question asked: How do you establish routines to keep
students involved and on task during instructional time? The teachers’ responses were as
follows: keep them busy with a meaningful assignment from the time they enter the
classroom until the time they leave the classroom, use various strategies, ask, think,
respond, and allow students to be involved in the lesson. The general theme was keep the
students involved in the lesson. Both alternatively prepared math teachers and
traditionally prepared math teachers used a variety of strategies to keep students involved
and on task during instructional time.
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The sixth interview question asked: How does your life or personal experiences
help you teach students how to apply the content you teach to everyday life?
The teachers’ responses were as follows: discuss world related issues that pertain to
lesson, to personal experiences and pull from various places that I been exposed. The
general theme was real world experiences. If the lesson is related to real-world issues,
the students will understand the concept and reason for the lesson. Two alternatively
prepared teachers believed that since they have non-education backgrounds they can
relate to students better and give them real-world examples.
The seventh interview question asked: In what ways do you conduct yourself as a
positive role model for the students and other members of the faculty? Participant
responses were as follows: staying positive, listening, make sure that everyone succeeds
and be a team player. The theme that arose was being supportive to the students and the
faculty members no matter what the situation. Being positive role models for the
students and other members of the faculty was a strategy that was used by both
alternatively prepared math teachers and traditionally prepared math teachers.
The eighth question asked: In what ways, do you plan assessment strategies for
student progress? The general responses from the teachers were as follows: weekly mixed
practice assessments, and formal and informal assessments. The general theme was to
test the students to ensure that learning the material and retaining the material were taking
place. Both the traditionally prepared and alternatively prepared teachers stated that their
districts mandated weekly tests and nine weeks exams.
The ninth question asked: In what ways, do you stay current with subject area,
curriculum guides and competency skills?

The general teacher responses were as
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follows: attending professional development, reading online sources, and collaborating
with other colleagues. The theme that emerged from this question was collaboration with
others. Both traditionally prepared and alternatively prepared teachers collaborated with
each other to get ideas for lessons, classroom management, teaching strategies and
support.
The tenth question asked: What are the main expectations do you have for the
students you teach? The general teachers’ responses were as follows: never give up,
always do your best, and try, try, try again! The general theme was they wanted their
students to always strive to be the best. It was important to both alternatively prepared
math teachers and traditionally prepared math teachers that students succeed in math and
in life.
The questions used in the interview instrument generated ten themes that focused
on the perspectives regarding the dimension of teaching of traditionally prepared teachers
and alternatively prepared teachers. Alternatively prepared math teachers and
traditionally prepared math teachers had mixed results. Table 22 outlines the themes for
each category and the frequency of the six teacher participants whose responses mated
the identified general themes.
Table 22
Frequency and Themes of the Qualitative Phase of the Study (N=6)
_______________________________________________________________________
Category
Theme
Number of Responses
_______________________________________________________________________
Teachers Perspective

Teachers must

6

________________________________________________________________________
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Table 22 (continued).
________________________________________________________________________
Regarding Dimensions
of teaching

know and understand students
Teachers set expectations on
4
the first day of school
Teachers differentiate instruction
4
Teachers use various techniques
6
Teachers keep students involved
6
Teachers relate lessons to
4
real-world experience
Teachers are supportive
6
Teachers use assessments
6
Teachers collaborate
6
Teachers want students to excel
6
___________________________________________________________________

Summary
Upon receipt of the survey instruments, the researcher sorted teacher responses to
question number 4, question number 5, and question number 6 to determine teacher
preparation. The sample included 92 teachers of whom 51 were alternatively prepared
and 41 were traditionally prepared, all of whom completed the survey instruments.
For the quantitative phase, the raw data from the survey was analyzed. A
Kruskal-Wallis Test measured the differences in questions 1-3. When examined
according to the preparation of their teachers, students’ MCT2 mathematics scores were
not significantly different. Gender did not produce a significant difference on the MCT2
mathematics assessment when students were taught by traditionally prepared math
teachers and alternatively prepared math teachers. Ethnicity, on the other hand, was
associated with differences in performance among students of both alternatively prepared
teachers and traditionally prepared teachers. While there was a significant difference
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between the achievement of low-income and high-income students of alternatively
prepared teachers, the socio-economic status of students did not produce a significant
difference when students were taught by traditionally prepared teachers.
For the qualitative phase, six alternatively prepared and traditionally prepared
middle school math teachers were interviewed. The teachers’ responses were transcribed
and corresponding themes were analyzed using a thematic code development method.
While some differences were found in the perspectives of both groups relative to
dimensions of teaching, there was also significant agreement. Discussion of the results of
the study is provided in Chapter V, along with recommendations for policy, practice and
further research.
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CHAPTER V
DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS
Introduction
This study explored and contrasted the performance of the middle school students
who were taught by alternatively prepared teachers and those who were taught by
traditionally prepared teachers. Alternatively prepared and traditionally prepared math
teachers from six school districts located in Mississippi participated in the study. In
Chapter IV, the quantitative results portion of this study identified alternatively prepared
and traditionally prepared math teachers with regards to preparation and years of
experience. Demographic data for students taught by each group of teachers included
gender, student ethnicity and student socioeconomic status. Achievement in mathematics
for both groups of students was operationalized through the Mississippi Curriculum Test
Second Edition (MCT2) mathematics assessment. The qualitative results portion of this
study solicited broader descriptions of teacher perspectives via an interview format to
determine if alternatively prepared teachers and traditionally prepared teachers had
different views with regards to selected dimensions of teaching. The intent of this
research was to determine if there was a significant difference between alternatively
prepared math teachers and traditionally prepared math teachers with regards to student
achievement on the Mississippi Curriculum Mathematics Test Second Edition (MCT2).
This chapter discusses major findings, presents conclusions, and makes recommendations
for effective practice and future research.
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Summary of Procedures
The data gathered from this research were obtained from 92 demographic survey
instruments submitted by 51 alternatively prepared math teachers and 41 traditionally
prepared math teachers who taught grades 6-8 in Mississippi. After permission to
conduct research was granted by the six school district superintendents, approval was
granted by the Institutional Review Board of the University of Southern Mississippi
(Appendix E). The survey and permission letters were sent with a self-addressed return
envelope to each superintendent. Once all the surveys were completed, a smaller sample
of six teachers was selected, based on preparation and grade level, to participate in an
interview. After permission was granted by the selected teachers, the interviews were
tape recorded and transcribed by the researcher.
Upon receipt of the survey instruments for the quantitative portion, the researcher
used the responses given for question number 4, question number 5, and question number
6 on the demographic survey to determine if the teachers were alternatively prepared or
traditionally prepared. If teachers responded that they did not experience student
teaching or a practicum while obtaining their degree, then they were considered to be
alternatively prepared. If the teachers responded that they did experience student
teaching or a practicum while obtaining their degree, then they were considered to be
traditionally prepared. The demographic data, which included the grade level that the
teachers taught, years of experience, and degree held were compiled and entered into
SPSS. The data analysis began with the descriptive tables outlining the demographic data
of the alternatively prepared and traditionally prepared math teachers. Descriptive tables
also outlined the grade level of the students, the gender of the students, ethnicity of the
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students, and the socio-economic status of the students who were taught by alternatively
and traditionally prepared math teachers. The researcher presented in Table 10 the
demographic data of the teachers who participated in the interview portion of the study.
For Research Question One, a Krusal-Wallis test was used to determine if there
was a significant difference in student achievement in grades 6-8 with regards to teacher
preparation. A Krusal-Wallis test was used for Research Question Two to analyze
whether there was a significant difference in student achievement with regards to
teachers’ years of experience. For Research Question Three, a Krusal-Wallis test was
used to determine if gender of students, ethnicity of students and the socio-economic
status of students and their achievement on the MCT2 mathematics assessment differed
when students were taught by alternatively prepared or traditionally prepared math
teachers.
The qualitative portion of the research study addressed Research Question Four
on selected dimensions of teaching. The researcher selected six teachers, including one
alternatively prepared math teacher and one traditionally prepared math teacher from
each grade level. Among the teachers, two traditionally prepared teachers held Bachelors
Degrees and had less than five years of teaching experience, and three teachers, two
alternatively prepared and one traditionally prepared had 6-10 years of teaching
experience and held Masters Degrees. One alternatively prepared math teacher, had 6-10
years of teaching experience and held a Doctorate Degree. The researcher used a
thematic code development method to analyze the transcribed data from the tape
recordings of the interviews.
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Major Findings
The researcher first considered the descriptive results. It was of interest that 51
of the teachers in the sample size were alternatively prepared and 41 of the teachers were
traditionally prepared. Thus, more teachers who participated were alternatively prepared
than traditionally prepared. This finding augments research conducted by Feistritzer
(2007) who found that there is a shortage of teachers, especially in the math subject area,
and about one-third of teachers who are teaching in public schools are alternatively
prepared. The proportion was higher for math.
There was not a significant difference in degrees held between alternatively
prepared and traditionally prepared teachers. Both groups of teachers held masters
degrees or higher and their years of teaching experience did not show a major difference.
It is likely that the reason that degrees held did not show a major difference in this study
was because in the State of Mississippi, in order to be classified as a highly qualified
teacher alternatively prepared participants must enroll in an eight-week Teacher Institute
or the Masters of Arts Teaching Program. Upon completion of this program, participants
receive a Masters degree (MDE, 2009). More participants decide to enroll in the Masters
of Arts Teaching Program because they can earn a masters degree and increase their
salaries.
Results from Research Question One results and the related hypothesis revealed
that there was not a significant difference in student achievement with regards to teacher
preparation. The results of this study are in agreement with a study conducted by Ballou
et al. (1998) that contended that most alternate route teachers are just as effective as
traditionally prepared teachers with regards to student achievement. These results also
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reflect a more current study conducted by the National Center for Education Evaluation
and Regional Assistance (NCEE) and the U.S. Department of Education (2009), which
found no significant difference when the achievement of students taught by alternatively
prepared and traditionally prepared teachers were contrasted. On the other hand,
Goldhaber and Brewer (1999) found that traditionally prepared teachers in math had a
greater impact on student achievement than alternatively prepared teachers. A similar
study conducted by Laczko-Kerr and Berlinger (2002) revealed that students of fully
certified teachers had higher achievement than students taught by teachers prepared by
Teach for America, a type of alternative preparation program.
Another significant finding for Research Question One was that teacher
preparation was associated with significant differences in achievement in two grades.
Students in the sixth grade did better on the MCT2 mathematics assessment when they
were taught by traditionally prepared math teachers. On the other hand, students who
were in the seventh grade did better on the MCT2 mathematics assessment when they
were taught by alternatively prepared math teachers. There was not a difference on
MCT2 mathematics assessments when students who were in the eighth grade were taught
by alternatively prepared math teachers and traditionally prepared math teachers. These
mixed results are similar to those in the study by Kane, Rockoff, and Staiger (2007), who
used panel data to estimate the effect of teacher quality and student achievement. The
authors used six years of data to estimate the effect of teacher quality and student
achievement. They connected New York public schools to math students’ test scores in
grades 4-8 to students’ reading and math teachers. The results showed that different
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levels of teacher certification had at best minimal impact on student achievement (Kane
et al.).
The analysis of Research Question Two and the related hypothesis revealed that
student achievement on the MCT2 mathematics assessment differed based upon teacher
experience when teacher preparation was not a factor. These results were consistent with
a study that was conducted by Garland (2006) who found that teacher experience had a
greater impact than teacher preparation. Another study conducted in 2007 by Ng and
Thomas examined the performance of alternatively prepared secondary science teachers
and the qualities that contributed to their success as teachers. The research revealed that
the teachers’ past experiences and their reflections on these experiences had a prevalent
impact on teaching practices and success (Ng & Thomas).
Another significant finding for Research Question Two revealed that teachers
who had 3-5 years of teaching experience did not have significant gains in student
achievement on the MCT2 mathematics assessment when compared to teachers who had
0-3 years teaching experience, teachers who had 6-10 years of teaching experience and
teachers who had over 10 years of teaching experience. These results are consistent, in
part, with the study conducted by Boyd et al. (2007) that reported that student
performance increased more rapidly for teachers during their first three to four years of
teaching experience.
The analysis for the Research Question Three and related hypothesis revealed a
statistically significant difference on the MCT2 mathematics assessment scores based on
ethnicity. Caucasian students had greater achievement on the MCT2 mathematics
assessment than African-American students and students of other ethnicities: this pattern
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was consistent whether students were taught by traditionally prepared math teachers or
alternatively prepared math teachers. These results were also consistent with reports
from National Assessment of Educational Progress (NAEP) in Reading and Mathematics
(2007), which reported that white students did better in reading and math on the NAEP
assessments than Black and Hispanic students, whether the students had traditionally
prepared teachers or alternatively prepared teachers (NAEP, 2007). The current study is
consistent in that student achievement with regards to ethnicity was not affected by
teacher preparation type.
With regards to gender, there was not a significant difference between the MCT2
mathematics scores of male students when compared to the MCT2 mathematics
assessment scores of female students when taught by alternatively prepared math teachers
and traditionally prepared math teachers. These results were consistent with the study
conducted by Hyde (2005) that revealed there was no significant difference in gender
with regards to student achievement between traditionally and alternatively prepared
teachers. He also stated that there are achievement differences within genders rather than
between genders (Hyde). Therefore, the results from this question were not surprising.
With regards to socio-economic status, a significant difference was not found on
the MCT2 mathematics assessments between students who received free/reduced lunches
and students who did not receive free/reduced lunches when taught by traditionally
prepared math teachers. According to this study, alternatively prepared teachers taught
60% of low socioeconomic students, compared to traditionally prepared teachers, who
taught 40% of low socioeconomic students. The results could be because there were a
higher number of alternatively prepared teachers who participated in this study. Also
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researchers like Feistrizter state that alternatively prepared teachers teach more students
who have lower socioeconomic statuses than traditionally prepared teachers. The results
also could be because teachers who have been prepared through traditional preparation
have had training in pedagogy, coursework in which teachers are trained on how to teach
diverse student populations and how to instruct lessons that will increase student
achievement.
The results for this question were inconsistent with some studies that have been
reported; for example, Evans (2004) found that there was not a significant difference in
the socioeconomic status of students when taught by traditionally prepared or
alternatively prepared teachers. However, the results support the perspectives of
proponents of traditional preparation for teachers. Studies have concluded that a
teachers’ knowledge in mathematics as measured by coursework and certification was the
strongest correlate of student’s mathematics as measured by coursework with or without
controlling for socio-economic status (Hawk, 1985; NCTM, 1989; Monk, 1994; DarlingHammond, Wise & Klein, 1999). A study that was conducted in California, Texas, and
South Carolina found that before and after controlling for SES, students’ scores on state
assessments in reading and math are significantly related to the proportion of traditionally
prepared teachers in their schools (Fuller,1998; Felter,1999; Goe, 2002).
A study conducted in Arizona matched 110 traditionally prepared and
alternatively prepared teachers from five low-income school districts. Students of
traditionally prepared teachers showed a significant difference when compared to
students of teachers who were alternatively prepared on all three subtests of the SAT 9 in
reading, math, and language arts (Felter, 1999).
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Math has diverse dimensions and requires that student and teacher understand and
respect each other’s contributions (Telese, 1999). According to Wenglinsky (2000),
teachers who were prepared through a traditional preparation education program had
more experience working with diverse learners, using hands-on manipulative, and using
strategies that focus on higher-order thinking skills had higher student achievement in
math than alternatively prepared teachers (Wenglinsky).
Traditional preparation advocates in schools serving low-income students have
asserted that alternatively prepared teachers need to understand how children learn and
how to make material accessible to all students in order to be successful (National
Commission on Teaching and America’s Future, 1996). This study’s results are
consistent with the findings and conclusions in the studies mentioned above. The authors
cited in the paragraphs above assert that pedagogical training, which is acquired through
the traditional preparation path, is essential in closing the achievement gap between
students of differing socioeconomic status.
The qualitative results from the interviews conducted to support conclusions
about Research Question four did not reveal a great deal of variation in the perspectives
of alternatively and traditionally prepared teachers regarding selected dimensions of
teaching. However, it was interesting that traditionally prepared teachers did not deem
differentiating instruction to be important. One traditionally prepared teacher stated that
differentiating instruction was not that important because all students are tested on grade
level. The other traditionally prepared teacher stated that it was not important because
good teachers reach all learning styles. All alternatively prepared teachers asserted that
differentiating instruction was important in order for students to be successful. An issue

96

that was consistent with Hoephl (2001) was that alternatively prepared teachers struggle
with classroom management. Two of the alternatively prepared teachers stated that
classroom management was difficult.
In summary, the notion that alternatively prepared teachers are increasingly hired
to fill vacancies in the classroom was supported by the present research. In this study, 51
teachers were alternatively prepared, compared to 41 who were traditionally prepared.
With regards to student achievement, there was not a significant difference overall in
student achievement with regards to preparation. Teaching experience did not have an
effect on student achievement when teacher preparation was not a factor. However,
teachers who had 3-5 years of teaching experience did not have significant gains in
student achievement on the MCT2 mathematics assessment. With regards to gender,
there was not a significant difference on the MCT2 mathematics assessment between
male and female students. With regards to socioeconomic status, a significant difference
not found on the MCT2 mathematics assessments between students who received
free/reduced lunches and students who did not receive free/reduced lunches when taught
by traditionally prepared teachers.
On perspectives on differentiating instruction two traditionally prepared teachers
disagreed with differentiating instruction in the classroom. On the other hand,
alternatively prepared teachers thought that differentiating instruction was very
important. The results from this study were worthy of note and to some extent consistent
with previous research studies.
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Discussion
Teacher shortages have led to a plethora of teacher preparation and certification
initiatives, many of which are alternatives to traditional university-based teacher
education programs. While this has produced more candidates for the profession, it has
also produced more concern, particularly among traditionalists in the P-12 community
and institutions of higher learning. Because of this, research has been conducted to
determine whether alternatively prepared teachers are effective. The research findings on
this topic have been mixed.
The present study does not lend support to the traditionalist perspective since
overall there was no significant difference in student achievement found relative to
teacher preparation. It is useful to speculate about why this might be. The researcher
acknowledges that the sample size may have been slightly skewed because of the number
of alternatively prepared teachers who participated in the study. The lack of significant
difference between the achievement of students of alternatively prepared and traditionally
prepared teachers might, in part, be a reflection of the sample size, but other possibilities
need to be considered.
Alternative preparation programs for teachers have arguably improved in quality,
but according to the research conducted by Pratt (2007) further research into the
effectiveness of such programs, as evidenced by teacher impact on student achievement
must be conducted. Honowar (2007) likewise asserts that the question remains as to
whether alternatively prepared teachers are as effective as traditionally prepared teachers
with regards to student achievement. In addition, one can argue that an increasing
number of capable candidates are presenting themselves in alternative preparation
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programs. Teach for America (TFA) recruits from a remarkably talented candidate pool.
Teach for America recruits academically able new college graduates from selective
universities. After training in a summer program that includes several weeks of teaching
and basic coursework, recruits are placed in urban and rural schools. In a study
conducted by Boyd et al. (2006), teachers of Teach for America had the same gains in
student achievement as traditionally prepared teachers. Finally, programs of induction
and mentoring for new teachers have become more common- place and such practices
could accelerate the development of competency among alternatively prepared teachers.
While overall effectiveness of alternatively prepared teachers and traditionally
prepared teachers did not differ with regards to student achievement there were some
findings of significance. It is of considerable interest that the performance of students
who were taught by traditionally prepared teachers did not differ by SES status.
Previous references have been made to research by Fuller (2002), Felter (1999), Goe
(2002), and Darling-Hammond (2003) who reported that after controlling for SES,
students’ scores have significantly increased in reading and math when they were taught
by traditionally certified teachers. According to the International Reading Association
(2003), students have higher achievement gains when their teachers were fully certified,
had more preparation in the subject they teach. Monk (1994) reported that teachers’
preparation, as measured by coursework, relates to higher student achievement (Monk).
The results of this study could also be because most traditionally prepared teachers have
taken courses on learning how to teach diverse students according to Monk (1994).
These teachers also have content knowledge and have a better understanding of how to
present the lessons to diverse students (Wenglinsky, 2000). In light of consistent
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research that revealed that students who have low socioeconomic status typically have
lower student achievement gains than students with high socioeconomic status, (Coleman
et al. 1966, was among the first of a series of such studies), the results from this study
may suggest that students with low socioeconomic status will benefit from placement
with traditionally prepared teachers who tend to have greater pedagogical knowledge.
The results of this study also revealed that teacher experience was important
without regards to preparation. Experience is important for student achievement.
According to many research studies, teachers with more years of experience, particularly
in the early years, have greater impact on student achievement whether they are
alternatively prepared teachers or traditionally prepared teachers. Studies reveal that
student gender was not a factor with regards to student achievement. This study was
consistent with such findings: male and female students did not show a significant
difference with regards to student achievement.
The results for the qualitative phrase of the study revealed that traditionally
prepared and alternatively prepared math teachers did not differ greatly with regards to
their perceptions of selected dimensions of teaching and student achievement. However,
it was interesting to note that two traditionally prepared math teachers did not agree with
differentiating instruction in the classroom. With regards to classroom management, two
alternatively prepared math teachers stated that they struggle with classroom
management. However, this is consistent with Hoephl (2001) who agreed that
alternatively prepared teachers are more likely to have issues with classroom
management.
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The discussions and conclusions in existing literature and the present study
regarding the impact of type of preparation program on teacher effectiveness are still, to a
certain degree, speculative. The need for alternatively prepared teachers will not subside
in the near future, in part because of demand and in part because of political support
enjoyed by many alternative preparation programs. Therefore, it is important to continue
to examine the impact of such programs. Since research clearly demonstrates the pivotal
role of the teacher in ensuring student success, such research needs to be ongoing and
well- supported.
The significant findings of this study could provide support to administrators and
school leaders and promote more involvement in the educational process and in the
process of seeking teacher preparation strategies that will have a significant impact on
student achievement. The significant findings of this study will also serve as a
foundation for future researchers.
Limitations of the Study
A limitation with the study was the sample size of both traditionally prepared
teachers and alternatively prepared teachers. The study focused on the alternatively
prepared and traditionally prepared math teachers in middle schools in Mississippi school
districts.
The study focused on the alternatively prepared and traditionally prepared math
teachers in the southern region school districts of Mississippi. One should be cautious
about generalization of these findings to other contexts. The study was further limited by
use of only student achievement as demonstrated on the mathematics assessment of the
MCT2.
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Implications for Policy and Practice
State education officials, local superintendents, and administrative staff must
focus on the teachers, if they are serious about closing the achievement gap, according to
Paone (2006). Paone also stated that since student achievement is linked to the quality of
the teacher, every student should have a qualified teacher.
In order to have teachers who are qualified, the teacher must be educated through
some form of teacher education program, whether alternative or traditional. However,
mixed results have been found in similar studies where researchers compare the
effectiveness of alternatively prepared teachers and traditionally prepared teachers with
respect to student achievement. It is imperative both from the vantage point of public
trust and professional ethics that programs in both categories continuously and arduously
examine their programs’ quality and impact.
Findings from this study can assist school districts, personnel directors, principals,
and other staff responsible for hiring teachers in their respective district in making hiring
decisions. By reviewing this study and the high demand for quality teachers, those who
make hiring decisions will look at the quality of teachers not just the preparation of the
teachers when they are trying to fill vacant classrooms and increase test scores. In order
to have an impact on student success, principals should implement a mentoring program
for alternatively prepared teachers so that they can have an experienced teacher with
whom they can collaborate about problems and issues that arise in the classroom and with
student instruction. School district hiring personnel could also implement their own
summer training programs for alternatively prepared teachers and have follow-up
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professional development meetings at least once a month in order to increase the
likelihood of their success in impacting student achievement.
With the demand for highly qualified teachers in the classroom, policymakers,
and school personnel need to look at ways to increase student achievement. In this study,
traditionally prepared teachers had greater student achievement gains in the sixth grade
and higher student achievement with low socio-economic status students across all
grades. The study did not disclose why these patterns might have existed, but further
analysis and additional research may reveal information that could inform instructional
practice.
Higher education teacher programs and policymakers may want to look at
pedagogical training associated with traditional preparation programs and possibly
implement pre-service requirements of this sort for alternatively prepared teachers. In
light of the study’s findings regarding the effectiveness of traditionally prepared teachers
with low-income students, this would be especially useful. Principals should work with
those teachers who have three- to five years of teaching experience and investigate the
reasons that student achievement does not appear to grow at the same rate for these
teachers as it does for teachers at other levels of experience. School administrators need
to provide professional development that will assist these teachers if they are
experiencing teacher burnout. Educators and policymakers should recognize those
teachers with over five years of teaching experience by giving them incentives to stay in
the classroom. Policymakers should ensure that teachers with over five years of teaching
experience receive a type of teacher experience retention package for their teaching
experience and impact on student achievement.
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Policymakers need to collaborate with superintendents to determine what is
needed in the classroom by teachers in order for students to be successful. By doing so,
they can revise teacher preparation programs, both alternative and traditional, that will be
more aligned with school curriculum and student success. According to Perry (2011),
under current teacher preparation policies, states have the responsibility of forming the
policies for their state requirements only. With approximately 200,000 students
graduating from teacher preparation programs each year, the readiness of teachers who
are both alternatively prepared and traditionally prepared to teach their content is weak
when aligned with the school curriculum. The content of P-12 disciplines in teacher
preparation programs is not as aligned with classroom curriculum as it should be to
produce successful students (Perry).
Perry (2011) reported that approximately 46 states have adopted the new
Common Core Standards and with these standards many states are looking at teacher
preparation programs and the curriculum they are using to prepare teachers for the
classroom. States are taking the necessary steps to evaluate the programs, but they will
need to consider many factors to ensure that teacher preparation programs are aligned
with the school curriculum (Perry).
Even though the results from this study revealed that there was not a significant
difference in teacher preparation and student achievement on the MCT2 mathematics
assessments, school districts should not hire teachers based solely on their preparation
type, but rather on the basis of other qualifications that have been found to impact student
achievement. Principals and superintendents must realize that there are effective and
ineffective teachers in both groups. School administrators, higher education preparation
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faculty, and policymakers are responsible for ensuring that qualified teachers who can
increase student achievement are available to students.
Recommendations for Future Research
Although this study provided insight regarding the performance of sixth, seventh,
and eighth grade students taught by traditionally prepared math teachers and alternatively
prepared math teachers, additional research would benefit policy makers, implementers
of teacher preparation programs and school district personnel. Recommendations on how
this study might assist future research are listed below.
The first recommendation for future research is for prospective researchers to use a
larger sample size from diverse areas in a regional or even a national sample. The second
recommendation for future research would consist of determining the effectiveness of
state to state-approved teacher preparation programs in preparing teachers for the
classroom (e.g. Louisiana and Mississippi). The third recommendation for future research
would be to conduct research that contrasts the effectiveness of teachers from various
alternative preparation programs. The fourth recommendation for future research would
be to see if these same or similar results are found once the Common Core Standards are
implemented. The fifth recommendation for future research is to collect data to determine
which participants are parents and determine if there is a difference in student
achievement between alternatively prepared teachers who are parents and alternatively
prepared teachers who are not parents. The sixth recommendation arises from what
appears to be an anomaly in the findings related to years of teaching experience. It is
recommended that a future study focus on first and second year alternatively prepared
and traditionally prepared teachers in order to gain insights into whether there are more
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pronounced differences in performance among beginning teachers, and whether
experience tends to diminish these differences. Finally, the author of this study
recommends investigating job placement rates of alternatively prepared teachers versus
traditionally prepared teachers, along with retention rates for both groups.
Summary
It is imperative that students have teachers in the classroom who are highly
effective, whether they are traditionally prepared or alternatively prepared. Education is
very important and policymakers, superintendents, principals and district personnel must
ensure that students are gaining the knowledge in the classroom that is necessary for them
to be successful. This study provided information for the higher education and P-12
education that demonstrates mixed results as to whether alternatively prepared teachers
are as effective as traditionally prepared teachers with regards to student achievement.
Since teacher shortages are likely to persist, particularly in hard-to-fill contents like
mathematics, it’s encouraging to know, based on these results, that placing students with
alternatively prepared teachers is likely to be as advantageous for them as placing them
with traditionally prepared teachers.
In light of the acknowledged primacy of teacher quality as a key factor in a
student’s prospects for long-term success, it will be useful to continue to refine what we
know about these topics. It will also be important that research into the topic continue
and for alternative programs of preparation to continue to strengthen their standards and
processes. If these results can be helpful in meeting such goals, then I, as researcher,
could conclude that this study was well worth the time and investment.
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APPENDIX A
QUESTIONNAIRE FOR TEACHER CERTIFICATION AND
STUDENT ACHIEVEMENT
Questionnaire Facilitator: Patricia Lewis Moss
Please answer the following questions:
First Name_________________________ Last Name____________________
Demographic Information:
1.How many years have you taught? ___1-3 ___3-5 ___Over 5-10 ___Over 10
2.What grade do you teach? _____6th

_____7th _____8th

3.What degree do you currently hold?
_______Bachelors
_______Masters
_______Specialist
_______Doctorate
4.When acquiring your Bachelors degree, what was your field of study?
________Elementary Education
________Secondary Education
________Mathematics
Other_____________________________ (e.g. biology, engineering, business)
5.Was student teaching or a practicum experience required in your Bachelor’s program of
studies? ____Yes ____No
6.When did you receive certification to become a teacher? Check the most appropriate selection.
_________at the completion of my Bachelors
________following additional coursework beyond my Bachelors degree
_________Other (please describe) ________________________________
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APPENDIX B
INTERVIEW QUESTIONS
1.

What are the specific skills you have developed through your life and professional
experience that help you in your teaching?

2.

How do you handle classroom discipline?

3.

How important is it to differentiate instruction for students? What, if any,
strategies do you use to differentiate instruction?

4.

What techniques do you use to evaluate student achievement?

5.

How do you establish routines to keep students involved and on task during
instructional time?

6.

How does your life or personal experiences help you teach students how to apply
the content you teach to everyday life?

7.

In what ways do you conduct yourself as a positive role model for the students
and other members of the faculty?

8.

In what ways, do you plan assessment strategies for student progress?

9.

In what ways, do you stay current with your subject area, curriculum guides and
competency skills?

10.

What are the main expectations do you have for the students you teach?
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APPENDIX C
SUPERINTENDENTS’ PERMISSION TO CONDUCT SURVEY LETTER AND
CONSENT FORM
Address
Date
Superintendent’s Name
District’s Name
District Address
City, State Zip Code
Dear Superintendent:
My name is Patricia Lewis Moss, and I am currently enrolled in the doctoral program at The
University of Southern Mississippi. I have successfully completed my coursework and will be
conducting the research associated with my dissertation topic. My topic is entitled Teacher
Certification and Student Achievement. The purpose of this quantitative study is to research the
effectiveness of alternatively certified teachers and traditionally certified teachers with regards to
student achievement on the Mississippi Curriculum Second Edition Mathematics Assessment
(MCT2). I am requesting to use data collected from_______________________________
(school name inserted here) in my research study.
Upon Institutional Review Board (IRB) approval from the University of Southern Mississippi, I
would like to survey the middle school math teachers about their perception. Following the
teachers’ survey, I would like to gain access to the 2010-2011 6th-8th grade MCT2 math
achievement data.
Any identifying student, teacher, or school information will remain anonymous. Once the
dissertation is complete, I will gladly share the findings of my research with interested
individuals. IRB requires that I obtain written permission from school superintendents prior to
beginning my study. Should you wish to grant me permission please feel free to use the attached
letter as a template. You will need to place your letter on your letterhead, sign and return it to me
using the enclosed envelope. I appreciate your assistance in this educational venture.
Sincerely,

Patricia Lewis Moss
Doctoral Candidate
The University of Southern Mississippi
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Consent to Participate in the Survey
Dear Mrs. Patricia Lewis Moss
Thank you for your interest in conducting research within the
________________________(school district name inserted here). Upon approval from
the University of Southern Mississippi’s Institutional Review Board, you have my
permission to conduct your study entitled Teacher Certification and Student
Achievement. It is my understanding that you will be surveying middle school math
teachers. As you know, our district takes human subject protection very seriously, and
we would like to ensure that any identifying student, teacher, or school remain
anonymous.
Please contact me should you have any questions.
Sincerely,
Name of Superintendent
Superintendent
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APPENDIX D
ADULT CONSENT FOR RESEARCH FORM
University of Southern Mississippi
118 College Drive #5147
Hattiesburg, MS 39406-0001
601-266-6820
Consent to Participate in a Research Study
Date:
Title of Study: Teacher Certification and Student Achievement
Research will be conducted by: Patricia Lewis Moss, 228-380-1121
Email Address: patricia.lewis@eagles.usm.edu
Faculty Advisor: Dr. Mike Ward

What are some general things you should know about research studies?
You are being asked to take part in a research study. To join the study is voluntary. You
may refuse to join, or you may withdraw your consent to be in the study, for any reason
without penalty.
Research studies are designed to obtain new knowledge. This new information may help
people in the future. You may not receive any direct benefit from being in the research
study. There also may be risks to being in research studies.
Details about this study are discussed below. It is import that you understand this
information so that you can make an informed choice about being in this research study.
You will be given the first two pages of this consent form and the research will keep the
third page which contains your signature. You should ask the researchers named above,
or staff members who may assist them, any questions you have about this study as any
time.
What is the purpose of this study?
The purpose of this study is to determine if there is a significant difference between the
achievement of students who are taught by traditionally certified teachers and those of
students who are taught by alternatively certified teachers. It will further explore the
perspectives of traditionally prepared teachers regarding dimensions of teaching different
from those of alternatively prepared teachers.
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How many people will take part in this study?
If you decide to be in this study, you will be one of approximately 114 people in this
research study.
How long will your part in this study last?
You will be asked to complete a survey which will take no longer than 20 minutes. A
report of my findings will be made available to you upon request at the conclusion of this
study by emailing me at patricia.lewis@eagles.usm.edu.
What will happen if you take part in the study?
You will be asked to agree to an informed consent form and complete a 25-item survey
which will be completed during a faculty meeting.
What are the possible benefits from being in this study?
The benefit of the study will be the contribution of findings that address the relationship
between teacher certification and student achievement. A written summary will be
provided back to participants upon request. Participants should request a summary from
patricia.lewis@eagles.usm.edu.
What are the possible the risks or discomforts involved from being in the study?
The participants will give their names. However, the only person who will see the names
will be the researcher and the faculty advisors. Surveys will be shredded upon
completion of research study.
How will your privacy be protected?
Participants will not be identified in any report or publication about this study. Only the
researcher and faculty advisors will view the survey responses.
What if you have questions about this study?
You have the right to ask, and have answered, any questions you may have about this
research. If you have questions, or concerns, you should contact the researchers listed on
the first page of this form.
What if you have questions about your rights as a research participant?
This project has been reviewed by the Human Subjects Protection Review Committee
which ensures that research projects involving human subjects follow federal regulations.
Any questions or concerns about rights as a research subject should be directed to the
chair of the Institutional Review Board, The University of Southern Mississippi, 118
College Drive, #5147, Hattiesburg, MS 39406-0001, 601-266-6820.
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Title of Study: TEACHER CERTIFICATION AND STUDENT ACHIEVEMENT
Principal Investigator: Patricia Lewis Moss
Participant’s Agreement:
I have read the information provided above. I have asked all the questions I have at this
time. I voluntarily agree to participate in this research study.
_____________________________________
Signature of Research Participant
____________________________________
Printed Name of Research Participant

_________________
Date
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APPENDIX E
INSTITUTIONAL REVIEW BOARD APPROVAL LETTER
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APPENDIX F
ALTERNATIVELY PREPARED AND TRADITONALLY PREPARED MIDDLE
SCHOOL MATH TEACHERS
Interview Summary of Responses
1. What are the specific skills you have developed through your life and professional
experience that help you in your teaching?
6th Grade Alternatively Prepared

Since I came from a business background, I
use my experience to teach students. I also
use my interpersonal skills so that my
students will not be afraid to ask questions.

6th Grade Traditionally Prepared

I use the information that I was taught in
school. I also let the students know that I care
about them by getting to know their personal
interests.

7th Grade Alternatively Prepared

I try to understand and get to know each
student personally. I also use the skills that I
was taught to teach my students. I listen to
others and get advice from other teachers
when I have a problem or an idea about a
lesson.

7th Grade Traditionally Prepared

I have learned the value of flexibility in
handling different situations. I realize that my
personal skills are important because various
situations arise with students everyday. I treat
the students as if they were my own children.

8th Grade Alternatively Prepared

I evaluate myself every year to see what
worked and what did not. I talk to the
students the way I want them to talk to me. I
respect the students and I expect them to
respect me. I value time and I make sure that
every minute counts in my class.
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8th Grade Traditionally Prepared

I distinguish my students learning styles. I
get to know my students’ hobbies and
interests they like and I incorporate it in my
lessons, if possible.

2. How do you handle classroom discipline?
6th Grade Alternatively Prepared

I explain to the students the rules and
procedures on day one and we model those
behaviors throughout the year. However,
classroom discipline was a struggle for me
because I did not have student teaching to
learn those procedures and strategies for
classroom discipline.

6th Grade Traditionally Prepared

Students understand the rules and procedures
on day one. I do not let anything slide from
the beginning. I model the behavior that I
want in my class. I also praise the students
who are doing the right thing.

7th Grade Alternatively Prepared

I have a list of rules and procedures that I give
to students at the beginning of the year. I also
tell them my expectations. However, I
struggled with classroom discipline at the
beginning, but I asked other teachers how did
they handled discipline in their classrooms
and I used some of their ideas in my
classroom.

7th Grade Traditionally Prepared

Consistency and fairness are established on
day one. I set realistic behavior expectations
and I expect the students to follow them.

8th Grade Alternatively Prepared

I set the expectations from day one and
whatever I say goes. The principal and
administrators always support my
expectations and discipline rules.
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8th Grade Traditionally Prepared

I develop and implement my class rules and
procedures the first day of school. I explain
to the students my expectations from day one.
I model the behavior that is expected.

3. How important is it to differentiate instructions for students? What, if any, strategies
do you use to differentiate instruction.
6th Grade Alternatively Prepared

Very, I make sure that my individual
assignments are differentiated. I also have
computer games that I have the students
complete that are based on their level of
instruction and then it increases as they
master the skill.

6th Grade Traditionally Prepared

Very. I use a variety of ways to teach my
students. For example, I put them in
cooperative groups and allow them to work
on the computer to enhance those skills that
they are a weakness.

7th Grade Alternatively Prepared

It is important, but it is time consuming. So
what I do when I teach is begin on a lower
grade level and work up to the grade level I
teach so that I reach every student because it
is difficult to find material on some of the
skills that I teach.

7th Grade Traditionally Prepared

I don’t because I give students a variety of
assignments. I just believe that since they
are tested on grade level the work they
receive should be on grade level as well.

8th Grade Alternatively Prepared

Differentiated instruction is very important
in the classroom. I shorten my assignments
for students and I also allow students to
work on those skills on the computer.

117

8th Grade Traditionally Prepared

Not very important, because I believe good
teachers reach all learning styles when
teaching anyway.

4. What techniques do you use to evaluate student achievement?
6t 6th Grade Alternatively Prepared

I use exit cards, allow students to teach each
other and I give weekly and unit tests.

6th Grade Traditionally Prepared

I put students in cooperative learning groups,
and I give pop quizzes and weekly tests.

7th Grade Alternatively Prepared

I use math games; I give weekly tests and
nine weeks tests.

7th Grade Traditionally Prepared

The district requires 41/2 week tests and nine
weeks tests. I also give weekly test.

8th Grade Alternatively Prepared

I give weekly tests; I also use prior test data
to see if there is growth from their weak
areas.

8th Grade Traditionally Prepared

I use formal and informal quizzes. My
district requires us to give weekly tests and
district tests.

5. How do you establish routines to keep students involved and on task during
instructional time?
6th Grade Alternatively Prepared

I explain procedures the first day and
practice, practice, practice. I also talk about
real world experiences.

6th Grade Traditionally Prepared

I ask the students questions while I am
teaching to make sure they are paying
attention.

7th Grade Alternatively Prepared

I have the class repeat what I say. I call on
students to answer questions “ask, think,
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respond.”
7th Grade Traditionally Prepared

I discuss real world experiences that relate to
the lesson. My students and I have open
discussion about the lesson and how they can
use it daily.

8th Grade Alternatively Prepared

I keep them busy from bell to bell.

8th Grade Traditionally Prepared

I set expectations from day one and I am
consistent with them.

6. How does your life or personal experiences help you teach students how to apply the
content you teach to everyday life?
6th Grade Alternatively Prepared

I believe that since I am alternatively
prepared and I have a military background I
pull from those sources and experiences to
teach my students.

6th Grade Traditionally Prepared

I tell them stories about life and how math
relates to everything in life.

7th Grade Alternatively Prepared

Because I have a business background, I use
my previous work experience as an example
and experiences that had in the real world to
teach my students.

7th Grade Traditionally Prepared

Teaching math is easier than any other
subject. I try to provide examples of where
the skills are used such as percentages. I
always try to give examples using things that
are meaningful to the students.

8th Grade Alternatively Prepared

I provide personal stories so they can see
that I am not a robotic teacher.

8th Grade Traditionally Prepared

I explain to them how each lesson will be
used in daily life.
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7. In what ways do you conduct yourself as a positive role model for the students and
other members of the faculty?
6th Grade Alternatively Prepared

I stay positive, I listen and I check-in.

6th Grade Traditionally Prepared

I speak to everyone with a smile on my face.
I always give words of encouragement.

7th Grade Alternatively Prepared

I try to turn the bad into something good. If
a student makes a bad grade, I encourage
them that they did show growth and can do
better next time.

7th Grade Traditionally Prepared

I see myself as part of a team. It is important
to show that you maintain certain values to
those in the classroom. I just keep a positive
attitude.

8th Grade Alternatively Prepared

I go out of my way to make sure that faculty
and students succeed; they know I care.

8th Grade Traditionally Prepared

I speak positive words to students and
faculty. When a faculty member or student
is feeling down, I always try to shed some
positive thinking in that dark cloud.

8. In what ways, do you plan assessment strategies for student progress?
6th Grade Alternatively Prepared

My district mandates weekly assessments. I
also give informal assessments to ensure that
the students will show progress in my class.

6th Grade Traditionally Prepared

I make my test first and then I plan my
assignments around my test. My district
requires weekly tests.

7th Grade Alternatively Prepared

I write my lesson plans so that they are
realistic to make sure student progress. My
district requires 41/2 weeks tests and district
tests.
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7th Grade Traditionally Prepared

My district requires weekly tests, but I try to
use various types of assessments. After
assessing, I have conferences with students
and provide feedback as well as receive
feedback.

8th Grade Alternatively Prepared

I give weekly tests and nine weeks tests. I
also have the students to do projects that will
reinforce the skills that they have been
taught.

8th Grade Traditionally Prepared

Our district has a guide that we must follow
each quarter and he district requires weekly
tests and the district gives 9 weeks tests
based on quarter information.

9. In what ways, do you stay current with your subject area, curriculum guides and
competency skills?
6th Grade Alternatively Prepared

I attend conferences and I am also involved
with teacher blogs.

6th Grade Traditionally Prepared

I attend conferences and I have a
membership with various education journals.

7th Grade Alternatively Prepared

I read various education journals, I attend
school workshops, and I attend conferences.
I also collaborate with other teachers in my
field.

7th Grade Traditionally Prepared

I use online sources to find different methods
of teaching and techniques to better equip
the students with choices when learning new
skills. I also collaborate with other teachers.

8th Grade Alternatively Prepared

I meet with my lead teacher to make sure I
am up to par on learning materials and
strategies. I read various education journals.

8th Grade Traditionally Prepared

I read journals, collaborate with other
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teachers, and I am taking classes myself.

10. What are the main expectations you have for the students you teach?
6th Grade Alternatively Prepared

I tell them to try, try, try again and never
give up!!

6th Grade Traditionally Prepared

I want them to be the best they can be.

7th Grade Alternatively Prepared

I want them to also strive to be better than
they were the day before.

7th Grade Traditionally Prepared

I want them to do their best and give it their
all.

8th Grade Alternatively Prepared

I want them to grow academically in math as
well as maturity.

8th Grade Traditionally Prepared

I want them to give it their all and try their
best to excel not only in math but also in the
world.
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